A comparison of the intercultural sensitivity levels of high school principals and their students in selected international high schools and North American public high schools by NC DOCKS at The University of North Carolina at Greensboro & Penland, Thomas James
INFORMATION TO USERS 
This manuscript has been reproduced from the microfilm master. UMI 
films the text directly from the original or copy submitted. Thus, some 
thesis and dissertation copies are in typewriter face, while others may be 
from any type of computer printer. 
The quality of this reproduction is dependent upon the quality of the 
copy submitted. Broken or indistinct print, colored or poor quality 
illustrations and photographs, print bleedthrough, substandard margins, 
and improper alignment can adversely affect reproduction. 
In the unlikely event that the author did not send UMI a complete 
manuscript and there are missing pages, these will be noted. Also, if 
unauthorized copyright material had to be removed, a note will indicate 
the deletion. 
Oversize materials (e.g., maps, drawings, charts) are reproduced by 
sectioning the original, beginning at the upper left-hand comer and 
continuing from left to right in equal sections with small overlaps. Each 
original is also photographed in one exposure and is included in reduced 
form at the back of the book. 
Photographs included in the original manuscript have been reproduced 
xerographically in this copy. Higher quality 6" x 9" black and white 
photographic prints are available for any photographs or illustrations 
appearing in this copy for an additional charge. Contact UMI directly to 
order. 
UMI 
A Bell & Howell Information Company 
300 North Zeeb Road. Ann Arbor MI 48106-1346 USA 
313n6I-47oo 800/521-0600 

A COMPARISON OF THE INTERCULTURAL SENSITIVITY 
LEVELS OF HIGH SCHOOL PRINCIPALS AND THEIR 
STUDENTS IN SELECTED INTERNATIONAL HIGH 
SCHOOLS AND NORTH AMERICAN 
PUBLIC HIGH SCHOOLS 
by 
Thomas James Penland 
A Dissertation submitted to 
the Faculty of The Graduate School at 
The University of North carolina at Greensboro 
in Partial Fulfillment 
of the Requirements for the Degree 
Doctor of Education 
Greensboro 
1996 
Approved by 
Co-Chair 
UMI Number: 9705296 
Copyright 1996 by 
Penland, Thomas James 
All rights reserved. 
UMI Microform 9705296 
Copyright 1996, by UMI Company. All rights reserved. 
This microform edition is protected against unauthorized 
copying under Title 17, United States Code. 
UMI 
300 North Zeeb Road 
Ann Arbor, MI 48103 
PENLAND, THOMAS JAMES, Ed.D. A Comparison of the 
Intercultural Sensitivity Levels of High School Principals 
and their students in Selected International High Schools 
and North American Public High Schools. (1996) 
Directed by Dr. Lee Bernick and Dr. Dale Brubaker. pp. 178 
The problem addressed by this study is the lack of 
knowledge concerning the relationship between levels of 
intercultural sensitivity of principals and students in 
both international high schools and American public high 
schools. The purpose of the study was to discover if a 
relationship exists between the level of intercultural 
sensitivity of principals and their students. In addition 
the study attempted to determine any significant 
difference in the levels between the international 
principals and students and the American public high 
school principals and students. 
The principal scores were ranked and their students 
combined mean scores were ranked. A Spearman rank 
correlation was calculated from the sets of rankings. It 
was determined that there was a statistically significant 
relationship between the score of the principal and the 
score of their students at the alpha .os level of 
significance. A one-way analysis of variance was run on 
the American high school students mean and the 
international high school students mean. A critical ~ 
value was calculated and the value fell in the critical 
region thus confirming that there was a statistically 
significant difference between the mean scores of 
international high school students and American public 
high school students at the alpha .os level of 
significance. A one-way analysis of variance was run on 
the scores of international high school principals and 
American public high school principals. A critical ~ 
value was calculated and the ~ value was found in the 
critical region thus confirmed the fact that there was a 
statistically significant difference in the mean scores of 
international high school principals and American public 
school principals at the alpha .OS level of significance. 
Further analysis was done by looking at the 
difference in scores of the different groups of the 
respondents on the eight sub-scales of the instrument. 
Also, further analysis was done on the responses of the 
respondents based on various independent variables 
responded to by all principals and their students. 
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CHAPTER I 
INTRODUCTION 
1 
In this final decade of the twentieth century a 
barrage of changes target citizens representing all social 
strata of every continent. The traditional routines 
governing all areas of daily existence are systematically 
being challenged, modified, and, in some instances, 
radically replaced. Never in history has communities had 
to assimilate so much. 
Change encompassing economic, political, 
technological, and ecological procedures have exploded on 
a seemingly unsuspecting world. Societies are struggling 
to comprehend and to deal with the ensuing demands. In 
particular, societies are looking to the structures of 
public and private education to assist them in preparing 
their citizens for the twenty-first century. 
In the twenty-first century, schools in America and 
around the world will work with children more aware of 
other cultures than any previous generation. The world's 
population explosion, increased ability of human global 
mobility, and the evolution of the information and 
technology age have given humans the need for and the 
ability to exchange information and to be informed of 
international events instantaneously. Events around the 
globe suddenly relate directly to ''our world." 
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The world has become an international global 
community. In the 1980s the phrase "international crisis" 
was coined. During the 1980s and early 1990s our world 
witnessed events that lend credence to the term 
"international crisis." Cherynobyl was an international 
environmental crisis. The Wall Street crash was an 
international financial crisis. Terrorism was an 
international issue periodically elevating to crisis 
levels. In the 1990s the Persian Gulf War was another 
graphic example of internationalization. Not only did 
nations unite globally against a common foe for the first 
time through the vehicle of the United Nations, but also 
citizens around the world witnessed global negotiations, 
global support, and global media coverage of the events. 
The growth of global interdependence, the erosion of 
western dominance, and the decline of American hegemony 
have all contributed to the international globalization of 
our planet. Major and minor events all over the globe 
will continue to influence our existence. 
International business corporations influence many 
of the decisions that affect our world today. The 
globalization of business is a well-documented fact. 
Currently we see national economies melting into regional 
economic systems in Europe, the Pacific rim, and the 
Americas. Wanniski (1979) states: 
The world is not fragmented, but integrated, 
which means that every economic event that 
takes place someplace in the world is felt 
virtually everywhere in the world. (p. 19) 
and Reich (1989) reports: 
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America itself is ceasing to exist as a system of 
production and exchange separate from the rest of 
the world. one can no more meaningfully speak of 
an "American economy" than of a "Delaware economy." 
We are becoming but a region--albeit still a 
relatively wealthy region--of a global economy, 
whose technologies, savings, and investments move 
effortlessly across borders. (p. 23) 
The number of international businesses continues to 
rise globally; the world market flourishes, 
internationalism drives economies to compete, political 
unification and social assimilation follow. Diverse 
cultures, led by economic multinationalism, are meshing. 
Moving into the twenty-first century, isolationism 
will become increasingly difficult to practice. The 
changes wrought in the last decade in Eastern Europe and 
the ongoing convulsions of change in the Soviet Union 
testify that governments must provide the opportunity for 
people to have more than the basic goods for survival. 
Citizens demand a voice in their destiny. Accomplishing 
this requires involvement with the rest of the world 
economically, politically, and socially. 
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Not only is the world becoming an international 
community, but also }~erican hegemonic economic domination 
is subsiding, and the American nation is becoming 
increasingly diverse. After World War II America stood 
unparalleled as the economic ruler of the world. The 
European nations and Japan lay in ruin. However, as the 
u.s. lent a hand in rebuilding these nations, it became 
inevitable that some day they would grow to compete with 
us economically in world markets. That day has arrived. 
Americans can no longer dictate the world on their terms 
by economic strength or intimidation. It will be 
difficult for Americans, who by the very course of history 
and self-survival were taught to be self-reliant and 
autonomous, to become "others" conscious and team players. 
Not only has America lost its economic hegemonic powers, 
but it also is undergoing tremendous demographic changes. 
The following statistics support the view of a changing 
America towards an even greater cultural pluralistic 
society. 
The face of America is changing. Look into 
her schools, classrooms, and work place. 
Peer out into her small towns, large cities, 
and rural communities. No longer is her 
cultural portrait one with predominantly 
Western-European features. Nowhere are the 
demographic shifts better reflected than in 
the nation's public schools. From 1976 to 
1986, white, non-Hispanic student enrollment 
declined by nearly 13 percent while the 
total minority enrollment increased by more 
than 16 percent. By 2020, demographers 
predict minorities will comprise nearly one-
third of the u.s. population and nearly half 
of the school-age youth. {Steinberger, 
1991, pp. 8-13) 
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American public schools have always been recognized 
as second only to the family in giving children the care 
and skills they need to relate to their fellow Americans. 
Their task is growing increasingly difficult with the 
increased diversity of the American school-age population. 
Educators are being forced to face the reality of the 
internationalization of our world and an increasingly 
culturally pluralistic America. 
During the entire decade of the eighties it was my 
privilege to work with the international schools in East 
Asia. International schools serve the multinational 
business community, the international diplomatic 
community, and the mission community. These schools, with 
instruction in an English medium, reflect high levels of 
ethnic and national diversity. Generally, they are 
preparing their students for acceptance in Western 
institutions of higher education. Historically, these 
schools have been challenged to meet the needs of their 
student body with their exceptionally high degree of 
cultural diversity. I have chosen to include them in this 
study because of their experience in dealing with high 
levels of cultural diversity and intercultural 
activities. 
"Effective Schools Research" of Edmonds and 
Lezzotte has demonstrated that schools make a difference 
and that some schools are more effective than others; in 
addition, the research shows that principals are an 
important part of effective schools (Levine & Lezotte, 
1990). One of the seven correlates of effective schools 
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research was the correlation of principals who were strong 
instructional leaders with effective schools. Another 
correlate was the correlation of positive home-school 
relations with effective schools. 
Effective schools research stressed the importance 
of schools bringing communities together to focus on 
shared purposes and values. The principal is the catalyst 
to bring the community together; principals do impact 
their schools. Leithwood (1989) writes: 
Principals are effective in improving their 
(schools) to the extent that they have a 
well defined set of legitimate purposes as 
well as the skill and the knowledge to use 
even apparently unrelated opportunities to 
move the school toward achieving those 
purposes. Effective principals are, in this 
sense, the glue holding the many different 
parts of the school together in some 
coherent framework; a significant part of 
their role is to help others in the school 
meaningfully interpret school life in terms 
of such an overriding sense of purpose. (p. 
76) 
In view of the increasing cultural diversity of our 
schools and the internationalization of our world, 
intercultural sensitivity skills will be imperative for 
the effective principal of an effective school. 
pyrpose 
This study focuses on the levels of intercultural 
sensitivity of principals in selected international 
schools and American public schools and the relationship 
they have with the level of the intercultural sensitivity 
of their students. 
The purpose of this study is to discover if a 
relationship exists between the level of intercultural 
sensitivity of principals and their students in both 
international high schools and American public high 
schools. In addition the study will attempt to determine 
any significant difference in the levels between the 
international principals and students and the American 
public school principals and students. 
Problem 
The problem addressed by this study is the lack of 
knowledge concerning the relationship between levels of 
intercultural sensitivity of principals and students in 
both international high schools and American public high 
schools. 
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Conceptual Base 
Although social scientists do not all agree on the 
precise meaning of the term "culture," it is possible to 
abstract from their writings a definition that represents 
key elements on which many scholars would agree. When 
Kroeber and Kluckhohn (1963) performed this task of 
abstraction by analyzing over 100 authorities' works, they 
produced the following definition: 
CUlture consists of patterns, explicit and 
implicit, of and for behavior acquired and 
transmitted by symbols, constituting the 
distinctive achievements of human groups, 
including their embodiments in artifacts; 
the essential core of culture consists of 
traditional (i.e., historically derived and 
selected) ideas and especially their 
attached values, cultural systems may on the 
one hand be considered as products of 
action, on the other as conditioning 
elements of further action. (p. 137) 
Intercultural sensitivity is the ability of one 
person to understand a person from another culture using 
skills that enable himjher to decipher the symbols used in 
the other culture. 
Schools in the twenty-first century will have to 
foster a true appreciation for cultural diversity. 
successful schools will not only provide students an 
appreciation for various cultures but also develop 
students' skills to accurately interpret culturally 
significant symbols in cultures other than their own. 
These schools will not only create productive national 
citizens but also productive world citizens. This 
fostering of intercultural sensitivity and development of 
intercultural skills will be one of the paramount 
distinctions of successful schools in the twenty-first 
century. 
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"Effective schools research in the past two decades 
has shown that the leadership ability of the successful 
school principal is critical in school improvement" 
(Purkey, 1983). The principal has the ability to help 
create, establish, and sustain the necessary climate, 
ethos or atmosphere for faculty and students to produce a 
"community" which is the term used to define an effective 
school's climate. An effective school climate results 
when parents, administrators, teachers and students agree 
on a system of shared values and purposes for their 
schools. In an increasingly multiethnic and multicultural 
population it would seem logical to conclude that a 
principal's cultural sensitivity will be an important 
variable in his/her ability to create community. 
Gordon cawelti, Executive Director for the 
Association of Supervision and curriculum Development, 
defines cultural pluralism day to day in the school in 
this practical way; (The School Administrator, April, 
1991) 11 ••• first we have to help children understand 
what it means to become part of a school. Ultimately, it 
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is here where children will learn to make sense of 
differences and where they will discover the common bonds 
that hold us all toqether." Deal (1985), in reviewing 
the symbolism of effective schools states, 11 ••• 
understanding the symbols and culture of a school is a 
prerequisite to makinq the school more effective." To 
create an effective school the principal must consider the 
cultural diversity of the school community to enable 
him/her to understand, to communicate, and to focus the 
various cultural groups on a system of shared values and 
purposes. More importantly, it appears that students who 
first understand and are accepted in the school culture 
can then beqin to deal with their own similarities and 
differences and, as Cawelti (1991) states, "make sense of 
differences and discover the common bonds that hold us all 
toqether." 
Minimally, intercultural sensitivity is one of the 
dynamics of school climate and the principal will have a 
siqnificant impact in the development of that part of the 
school's climate. 
Therefore, the identification and analysis of the 
research and literature about intercultural sensitivity 
will follow. connections to school climate and culture 
and the ability of the principal to have an impact on 
school climate and culture will be studied. The 
literature will be analyzed and synthesized; an attempt 
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will be made to discover gaps in the research and to add 
to the profession's ~&cwledge base regarding the 
relationship between the intercultural sensitivity level 
of a principal and the level of intercultural sensitivity 
of the students in a high school. 
Hypotheses 
In order to test the relationship of levels of 
intercultural sensitivity skills the following null 
hypotheses will be tested: 
1. There is no statistically significant 
relationship between the scores of inter-
cultural sensitivity levels of principals and 
those of their students (at the alpha .05 level 
of significance). 
2. There is no statistically significant 
difference between the mean scores of inter-
cultural sensitivity of American public high 
school principals and the mean scores of 
international high school principals (at the 
alpha .os level of significance). 
3. There is no statistically significant 
difference between the mean scores of inter-
cultural sensitivity of American public high 
school students and the mean scores of 
international high school students (at the 
alpha .as laval of significance). 
Assumptions 
There are several assumptions to this study: 
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1. Certain attitudes and actions which enhance a 
person's ability to relate and communicate with 
another culture more effectively. 
2. There is an instrument which can measure inter-
cultural sensitivity. 
3. The instrument can be administered validly to 
varying age groups. 
4. Administrators with high levels of inter-
cultural sensitivity have direct and indirect 
impact on their student's intercultural 
sensitivity level. 
5. Intercultural sensitivity is important for 
school administrators and for students in 
twenty-first century schools around the world. 
6. Some principals have higher intercultural 
sensitivity levels than other principals. 
7. Some schools have students with higher inter-
cultural sensitivity levels than other schools. 
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Significance of the Study 
The awareness and mingling of different cultures 
does not guarantee increased understanding; it might even 
lead to a higher level of misunderstanding. In the 
twenty-first century there will be an increasing need for 
humans with intercultural aptitude or intercultural 
sensitivity. People able to adapt and to work with people 
from a culture different from their own will be able to 
maximize their efforts in an increasingly intercultural 
world. Those without the skills to adapt interculturally 
will feel more and more isolated, frustrated, and 
defensive. This could lead to greater misunderstanding 
and lack of trust between peoples, nations, and regions of 
the world, eventually threatening the globe with the 
continuing plaque of violence. 
Multicultural schools will continue to be one of 
the places in society where cultures are forced to come 
into contact with one another. How these schools equip 
students to deal with their cultural differences and build 
on their universal commonalities will shape the world of 
the future. If we can learn to be community while we learn 
at school, we will have built a foundation of 
relationships that will enable us to bring different 
ethnic communities together, which could unite nations in 
a truly global community. Failure, however, could lead to 
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further misinterpretation of cultural symbols leading to 
continued confrontation and tha potential for threats and 
violence. 
The effective school principal will have to harness 
the cultural diversity in hisjher community and bring it 
together, focusing on common values and purposes to create 
an effective school climate and culture and in turn help 
the students deal with their cultural differences and 
commonalities. Those who are unable to create community 
will find cultural diversity a point of division and 
frustration within their schools leading to a 
nonproductive learning environment. 
My investigation into the literature has revealed 
significant works in the area of intercultural orientation 
and training but very little quantitative evaluation of 
intercultural aptitude or intercultural sensitivity 
skills. The effective schools research demonstrates that 
the principal is directly related to school climate and 
culture. It also implies that a student's acceptance into 
the school culture enables the him/her to deal with 
his/her own cultural identity and differences. Therefore, 
quantitative evaluation of the level of intercultural 
sensitivity of principals and the level of intercultural 
sensitivity of students and any existing relationship 
appears to be needed in this field of study. 
Many men push through the darkness, 
carrying candles burning bright; 
Each claims that his is the only, 
Yet all use the same source of light. 
(unknown, Asian author) 
Limitations 
15 
The following limitations have been placed on this 
research study: 
1. The study has been limited to a selected group 
of International high schools and American 
public high schools. 
2. The accuracy of the results found in this study 
are dependent upon the degree of objectivity 
and honesty by individuals responding to the 
instrument. 
3. The perceived intercultural sensitivity levels 
utilized in this study will be limited to those 
measured by the instrument. 
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CHAPTER II 
REVIEW OF THE LITERATURE 
Introduction 
This chapter presents pertinent literature and 
research which lend significance to my investigation of 
the role of the principal in impacting school climate and 
culture in a way that helps break down cultural barriers 
for all students and enhances intercultural education. 
This is by no means inclusive of every aspect of 
multicultural or intercultural education, but focuses on 
the principal's role in impacting factors effecting the 
education of all children under their domain of influence. 
It will review the basic elements and history of the 
effective school movement, specific correlates of the 
effective school research addressing the principal's role 
and school climate and culture, and effective training 
components and strategies for successful intercultural and 
multicultural education. 
The chapter has been divided into six subtitles: 
(1) introduction; (2) effective schools: history and 
development of research; (3) effective schools: principal 
as instructional leader and school culture/climate; (4) 
changing school climate and culture: effective components 
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and strategies for improving multicultural education for 
studants; (5) effective intercultural communication, 
orientation, and training and its history; and (6) 
summary. 
Effective Schools: History and 
pevelopment of Research 
For my purposes, the literature on school 
effectiveness begins with the Coleman Report (1966). 
Pupil cognitive gain became a measure of school 
effectiveness only in very recent years, and Coleman was 
instrumental in effecting that change (Greer, 1977; Katz, 
1977). Until the twentieth century, public schools were 
judged almost exclusively on the basis of their ability to 
teach those behaviors and attitudes that prepared young 
people for compliant participation in the work force. 
More importantly, schools sorted young people into social, 
interest, aptitude, and ability groups that were a virtual 
mirror image of the stratified American social order 
(Katz, 1977; Tyack, 1974). 
Coleman's (1966) summary remarks stated: 
Schools bring little influence to bear on a 
child's achievement that is independent of his 
background and general social context • • • this 
very lack of an independent effect means that the 
inequalities imposed on children by their home, 
neighborhood and peer environment are carried 
along to become the inequalities with which they 
confront adult life at the end of school. For 
equality of educational opportunity must imply 
a strong effect of schools that is independent 
of the child's immediate social environment, and 
that strong independent effect is not present in 
American schools. (p. 325) 
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The Search for Effective Schools project began by 
answering the questions raised by the Coleman study and 
others. Are there schools that are instructionally 
effective for poor children? (Lezotte, Edmonds, & Ratner, 
1974). In Search for Effective Schools: The 
Identification and Analysis of City Schools that are 
Instructionally Effective for Poor Children, Edmonds and 
Frederiksen (1978) presented unusually persuasive evidence 
to the thesis that all children are eminently educable, 
and that the behavior of the school is critical in 
determining the quality of that education. The research 
findings were exciting news. Finally, there was 
subjective information documenting schools that were 
bringing academic success to all students regardless of 
the barriers including cultural blockades. over the years 
that followed the research on unusually effective schools 
found that certain characteristics, or frequently referred 
to as "correlates," existed at these schools (Levine & 
Lezzotte, 1995). These correlates included (1) a school-
wide emphasis on basic skills and academic achievement, 
(2) a system for monitoring and assessing pupil 
performance that is tied to the school's instructional 
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objectives, (3) a safe and orderly environment, (4) a 
consensus belief held by the adults that all children can 
learn, (5) strong instructional leaders as principal, and 
(6) a productive school climate and culture reflecting 
shared values. 
In particularly, the last three correlates 
mentioned above appear effective in breaking down cultural 
barriers for students. 
Effective Schools: Principal as Instructional 
Leader and School Culture 
Principals, of course, have long been considered 
central fiqures in the overall scheme of education because 
of their functions as chief administrative officers at the 
local level (McCurdy, 1983). David L. Clark and 
associates reviewed 97 studies of urban school achievement 
and drew these conclusions about principals: (1) 
principals are crucial in determining school success, (2) 
their influence is felt through the attitudes they breed 
and the motivation they impart in creating a climate of 
achievement, and (3) successful schools establish clear 
goals and carry out staff development as a result of the 
principal's leadership (McCurdy, 1983). 
"Effective schools have effective leaders • • • . 
Such school leaders are usually described as 
people who have high expectations for staff 
and students, are knowledgeable in their jobs, 
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and set the tone for their schools. {Reilly, 1980, 
p. 40) 
It is generally recognized that educational 
improvement inevitably occurs at the local-school level 
and that the quality of the principal's leadership 
substantially affects the success of the school {Lipham, 
1981). The leadership role of a principal in helping 
teachers reach consensus on educational values and giving 
them meaning in practice is essential {Lipham, Rankin, & 
Hoeh, 1985). Although a few analysts have described 
isolated examples wherein the major leadership at 
unusually effective schools has been provided by someone 
other than the principal, the large majority of studies 
and examples identify the building principal as the most 
critical leadership determinant of effectives (e.g, 
Clancy, 1982; Doll, 1969; Duckett, 1980; Glenn, 1981; 
Sizemore 1983; Taylor, 1984; Teddlie, 1989; Weiss, 1984). 
In order for all children to experience academic growth 
and reach their potential the effective leader at an 
effective school will build an inclusive community. The 
instructional leadership will operate from the axiom of 
the effective school correlate that all children can 
learn. The leader will need to provide, through staff 
development and a variety of experiences, skill building 
exercises for teachers to increase their skills in 
communicating and motivating an increasingly diverse 
student body. 
Knowledge of the characteristics of groups to 
which students belong, about the importance of 
each of these groups to them, and of the extent 
to which individuals have been socialized within 
each group will give the teacher important clues 
to the students' behavior. (Banks & Banks, 1995, 
p. 545) 
Richardson, Short, and Prickett (1993), in School 
Principals and Change, suggest that the educational 
administrator for the next century must be an individual 
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with a global perspective, and an appreciation of all 
cultures, as well as be an effective leader. The National 
Commission for the Principalship (Thomson, 1990), with a 
jury of 50 experts on the principalship, identified four 
major areas and 21 performance domains needed by 
principals of the next decade. The four major areas were 
functional, programmatic, interpersonal, and contextual. 
The latter two are particularly pertinent to my study. 
The interpersonal domain is used to illustrate the 
significance of human relationships, motivation, 
communication and sensitivity •.• {Thomson, 1990). 
Motivation and effective interpersonal relationships are 
necessary components of productive communication. 
Effective communication is vital to the health and harmony 
of the school community. The school and community must 
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also be in contact through collaboration and mutual goals 
(MCauley, 1990). 
The world of ideas and the forces--external and 
internal--on the school are reflected in the contextual 
domain. The philosophical and cultural values of the 
school community are areas that cannot be overlooked by 
the effective leader (Thomson, 1990). School climate and 
culture would be the effective school correlates addressed 
by the principal in the contextual domain. 
Sybouts and Wendell (1994) state, 
The principal more than any other individual 
is responsible for the climate in the building. 
Climate will emerge from the personality and 
behavior of a principal regardless of what that 
person does or does not do. Consequently, the 
building principal can consciously design the 
kind of climate that will be found in an area, 
or can let another climate emerge by default or 
neglect. There will always be a building 
climate. That the principal does not consciously 
create a certain kind of climate does not mean 
there will be no climate in the building. (p. 7) 
School climate is the characterization of the 
school's culture. Sarason (1981) first coined the term 
"school culture" in his now famous book, The CUlture of 
the School and the Problem of Change. sarason suggested 
that viewing the schools as cultures, i.e., containing a 
multitude of overt regularities which are embedded in 
covert assumptions, principles, and learning, is useful in 
understanding the problems of school change (Sarason, 
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1995). Deal and Peterson (1993) stated that within any 
organization there is an "innsr rsality" or culture that 
influences the way people interact, what they will and 
will not do, and what they value as "right and rude" 
(Little, 1982). The effective principal must understand 
the Goffman ( 1959) concept of going "backstage. 11 Despite 
its pervasive nature, culture or inner reality is often 
overlooked as a critical force by the leadership of 
schools (Robbins & Alvy, 1995). Robbins and Alvy (1995) 
believe that core beliefs and values are the heart of the 
school culture. These core values and beliefs are 
reflected throughout the institution. Norms are the 
unwritten rules. Rituals are display of the core values 
and draw attention to what is important. How the 
organization manages and uses its time reflects the core 
values. Informal stories transmit the culture informally 
(Robbins & Alvy, 1995). Sergiovanni (1984) had this to 
say about a school's culture: "Culture serves as a 
compass setting to steer people in a common direction; it 
provides a set of norms and defines what people should 
accomplish and how; it provides a source of meaning and 
significance for teachers, students, administrators, and 
others as they work" (p. 10). Brubaker and Coble (1995) 
suggest that the principal must deal with and understand 
contradictions within the organization, "you must come to 
terms with the sometimes contradictory nature of school 
manaqement if you wish to remain effective. You must 
decide which contradictions to celebrate and which 
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contradictions to reconcile11 (p. 35) • The challenge is to 
bring both precision, artistry and passion to one's work. 
Alton (1994) suggests that the principal must be 
the cultural leader. She uses the metaphor of a painting 
and an artist, 
This painting might be made up of a myriad of 
little touches, seemingly meaningless, but which 
taken together, form a sharp image of the school's 
culture. (Firestone & Wilson, 1985, p. 9) 
Alton goes on to state the cultural leader must 
have a vision of this painting, taking personal 
responsibility to develop a vivid image of what the school 
is to be (Kottkamp, 1984). According to Sergiovanni 
(1984), cultural leadership defines, strengthens, and 
articulates values, beliefs, and cultural strands that 
give a school its unique identity. The responsibility of 
the principal as the cultural leader is to create 
coherence between the school's basic purpose and its 
culture. Sergiovanni suggests the more understood, 
accepted, and cohesive the school's culture, the better 
able the school is to move towards the ideals it holds and 
goals that it wishes to pursue. Alton (1994) strongly 
states that there is a research vacuum in the area of 
school culture and the principal's leadership role. She 
suggests researchers need to spend more time in schools 
using observation, qualitative, and ethnographic 
procedures to determine their impact on present school 
cultures. Alton cites the work of Firestone and Wilson 
(1985). They suggested that principals can influence 
instruction by working through linkages that govern 
teacher behavior. The two linkages they identified were 
(1) bureaucratic and (2) cultural. They reported that 
past research had attended only to the bureaucratic 
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linkages without analyzing the cultural linkages. They 
suggested that a focus on cultural linkage identifies 
three areas: (1) cultural content, (2) cultural 
denotation, and (3) culture and the principal. The first 
area answers the question of what are the task definitions 
and commitments desirable for successful instruction? The 
second area answers the question of what forms, symbols, 
or stories carry the desired content? The third area asks 
the question of how and to what extent can the principal 
influence the school's culture? Firestone and Wilson 
(1985) suggest there are three things principals can do. 
First, principals can help manage the flow of stories and 
other information in their schools. Spreading stories is 
a positive approach to shaping a school's culture. 
Secondly, the principal can create and manipulate symbols 
and rituals. Thirdly, the principal can be an active 
communicator of the culture. Firestone and Wilson also 
suggest one further measure. Principals must have high 
energy levels and considerable self-consciousness to 
influence the cultures of their schools. They generally 
spend long hours at their work. It appears that even 
though research on effective schools has proven that 
schools can be organized to improve instruction and that 
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principals have a key role to play, still schools are 
loosely linked organizations. It would seem imperative 
that the effective principal pay attention to the cultural 
linkage within the organization to help bring everyone to 
the table. 
Changing School Climate and Culture: Effective 
components and Strategies for Improving 
Multicultural Education 
Cordeiro, Reagan, and Martinez (1994) state, 
Given the presence of cultural diversity in 
any particular society, there are a number of 
different ways in which the society can choose 
to address such diversity. (pp. 7-8) 
Because cultural diversity exists in a school does 
not at all guarantee that a climate of cultural pluralism 
prevails. Educators historically viewed individuals from 
cultural backgrounds other than that of the dominant 
society in two ways: from a deficit perspective and from 
a difference perspective. The deficit view of cultural 
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difference is that differences from the cultural norm are 
deficits ~~at must be overcome. The deficit theory has 
been widely repudiated by most educators today. The 
difference theory merely notes the presence of cultural 
differences and such differences are simply that -
differences, about which no comparative value judgments 
are appropriate. This does not mean that by adopting 
cultural pluralism we must tolerate all values, behaviors, 
and norms. Sonia Nieto (1992) has argued, 
It should be stressed that above and beyond 
all cultures there are human and civil rights 
that need to be valued and maintained by all 
people. These rights guarantee that all 
human beings are treated with dignity, respect, 
and equality. Sometimes the values and 
behaviors of a group so seriously challenge 
these values that we are faced with a dilemma: 
to reject it or to affirm the diversity it 
represents. If the values we as human beings 
hold most dear are ultimately based on 
extending rights rather then negating them, 
we must decide on the side of those more 
universal values. (p. 279) 
Multiculturalism is the most common way in which 
the ideology or philosophy of cultural pluralism is put 
into practice in education. Banks (1995) calls for 
restructuring the culture and organization of the school 
to empower school culture so that students of color and 
low-income will experience educational equality and 
cultural empowerment (cummings, 1986). Some variables he 
recommends to be examined include: (1) grouping practices 
(Braddock, 1990; oakes, 1985), (2) labeling practices 
(Mercer, 1989), the social climate of the school, and 
staff expectations for student achievement (Brookover, 
Bready, Flood, Schweitzer, & Wisenbaker, 1979). 
Stedman (1987) reviewed information on unusually 
effective schools with high proportions of low achievers 
and concluded: 
that most of these schools exemplified 
"ethnic and cultural pluralism" in the 
sense that their faculties were committed 
to "breaking down" institutional and 
community barriers to equality, emphasized 
the use of multiethnic materials, andjor 
displayed a great deal of sensitivity to 
linguistic minorities. (p. 219) 
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Other unusually effective schools that appeared to 
emphasize these or other aspects of multicultural 
instruction are describe in Comer (1980) and Sizemore 
(1983). Bamburg and Andrews (1987) found that teachers in 
more effective schools ranked the goal of developing 
11 strong multicultural understanding among staff and 
students" higher than did faculty at less effective 
schools. 
The educational administrator for the next century 
must be an individual with a global perspective and an 
appreciation of all cultures, as well as be an effective 
leader (Richardson, Short, & Pritchett, 1993). The 
effective principal must be able to understand the complex 
29 
school culture and become the master artist who allows the 
artisans to paint ~~eir picture but weaves the small 
details into a grand masterpiece. 
Intercultural Communication. Orientation. 
and Training 
The International Schools in my study are not only 
schools with their own school cultures and diverse 
populations, but they also exist as a minority institution 
within a host culture. Therefore they have had to pay 
careful attention to the matters of intercultural 
communication, orientation, and training. However, 
Brislin and Yoshida (1994, pp. 4, 5) give a list of 
various target audiences requesting intercultural 
communication training well beyond just the international 
school audience. 
(1) International students who work toward degrees 
in countries other than their own (Mabe, 1989; 
Miller, 1989). 
(2) Adolescents who spend a significant amount of 
time living with a family in another culture 
(Cushner, 1989). 
(3) The Peace Corps, consisting of volunteers who 
are assigned to work on various community projects 
in other countries (Barnes, 1985). 
(4) Health care workers, including counselors, 
physicians, and nurses who deal with a 
multicultural clientele (Berry, Kessler, Fodor, & 
Wato, 1983; Day, 1990; Heath, Neimeyer, & Pedersen, 
1988; Kristal, Pennock, Foote, & Trygstad, 1983; 
Lefley, 1984). 
(5) Social workers working with clients from 
cultural backgrounds other than their own (Jones, 
1983; Montalvo, Lasater, & Valdez, 1982). 
(6) Refugees, especially from Southeast Asia, 
seeking help in their adjustment to cultural 
differences in education, medical care, housing, 
and social services (Center for Applied 
Linguistics, 1982; Redick & Wood, 1982; Williams, 
1985). 
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(7) Technical assistant advisers, usually from 
highly industrialized nations, assigned to project 
development in less industrialized countries 
(Bussom, Elsaid, Schermerhorn, & Wilson, 1984). 
(8) overseas business people and international 
traders seeking joint agreements and sales of 
products and services (Aranda, 1986; Bogorya, 1985; 
Inman, 1985; Rippert-Davila, 1985). 
(9) Elementary school children having difficulties 
interacting with age peers from other cultures. 
(Bergsgaard & Larsonn, 1984; Esquivel & Keitel, 
1990) • 
(10) School counselors and other school personnel 
in multicultural communities (Carey, Reinart, & 
Fontes, 1990; Gonzalez, 1985; Lauglin, 1984; Webb, 
1990) . 
(11) Job seekers in the United States who have 
limited English language proficiency (Buchanan, 
1990) . 
(12) Native Americans seeking job counseling in 
their search for employment outside the 
reservations (McShane, 1987; Runion & Gregory, 
1984). 
(13) White Australians living in rural areas and 
interacting frequently with Aboriginal Australians 
(Davidson, Hansford, & Moriarty, 1983). 
(14) Tourists seeking out intercultural 
understanding as part of their vacations (Fisher & 
Price, 1991) . 
(15) Personnel officers in large organizations 
seeking programs for managers who deal with 
subordinates of the other gender (Berryman-Fink 
& Fink, 1985). 
(16) Diplomats, or others representing their 
governments, assigned to other countries 
(Marquardt & Hempstead, 1983). 
Although individuals have been helping others 
prepare for intercultural interactions for centuries, 
cross-cultural training known today as intercultural 
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training, as a field of professional activity in the 
United States is still relatively new. Many trace the 
birth of intercultural training in the United States to 
the establishment of the Foreign Service Institute in 1946 
(Leeds-Hurwitz, 1990). The field emerged as in the 
context of postwar era when the United States was a leader 
in rebuilding and reestablishing international bonds. 
Diplomats, technical assistance workers, and corporate 
personnel discovered that they were often unprepared for 
the challenges of living and working overseas. As Leeds-
Hurwitz (1990) recounts, the u.s. government responded to 
this need by establishing the Foreign Service Institute 
(FSI) and by staffing it with several notable 
anthropologists and linguists, such as Edward T. Hall, 
George Trager, and Ray L. Birdwhistell. These scholars 
offered a new type of training program that went beyond 
the existing emphasis on language training. They focused 
on helping the trainees become aware of and adapt to 
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cultural variations in the verbal and nonverbal aspects of 
interaction (Bhaqat & Landis, 1996). 
The field of intercultural training continued to 
flourish through the 1950s and 1960s into the era of the 
civil rights movement, the u.s. Peace Corps, and the 
Vietnam War. During this period, even though there was 
great need for domestic training in the United states, 
those calling themselves intercultural trainers continued 
to work primarily on international rather than domestic 
programs. During the 1960s, Peace Corp trainers conducted 
programs for thousands of trainees and experimented with a 
variety of intercultural training models. The dominant 
training model during the 1960s was the so-called 
11 university model, 11 which emphasized a cognitive-centered, 
lecture-dominated, information-transfer pedagogy. As 
Hoopes (1979) recounts, 11They sat trainees down in 
classrooms and presented information to them about the 
target country and culture11 (pp. 3-4) (Bhagat & Landis, 
1996). 
In the 1970's intercultural training gained in 
respectability and credibility as graduate programs began 
to spring up from conceptual foundations of the body of 
knowledge. In 1974, the Society for Intercultural 
Education, Training, and Research (SIETAR) was formed 
expressly for the purpose of legitimating and promoting 
the field of intercultural training. Again, albeit there 
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were domestic racial crisis and some trainers worked 
domestically, many more continued on international 
training. Much of the training was based on the human 
relations sensitivity model (Hoopes, 1979). This 
experiential, participatory model was a total contrast to 
the coqnitive university model. The new approach, 
however, lacked conceptual framework. Instead, trainees 
were thrown into confrontational situations with little or 
no conceptual quidance (Bhagat & Landis, 1996). 
During the 1980s the field continued to grow. The 
eighties so SIETAR being expanded into SIETAR 
International with worldwide affiliates. The 1980s also 
witness the phenomenon of the globalization of the economy 
and the increasing diversity of the u.s. workforce. 
Throughout this period, the knowledge base continued to 
grow and approaches to training became more sophisticated. 
(Brislin, 1986; Gudykunst & Hammer, 1983; Landis & 
Brislin, 1983; Martin, 1986; Paige, 1986). 
Most trainers stressed the integration of theory 
and practice. The dominant model was the integrated or 
alternative learning model, which uses experiential as 
well as cognitive learning approaches (Bhagat & Landis, 
1996). 
currently, the issues of domestic multicultural or 
intercultural relations have taken center stage. The 
current training model continues to be an integrated and 
comprehensive one (Bennett & Bennett, 1994: Brisllin & 
Yoshida, 1994; Gochenour, 1993; Pusch, 1994). 
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Intercultural training programs can be found at all 
levels of a country's educational system (Brislin & 
Yoshida, 1994). The type of student program that first 
comes to mind when "intercultural" training is mentioned 
is probably the "foreign exchange" program or the "study 
abroad" program in another country. cushner, however, 
presents a set of ideas and methods, based on his 
extensive work with adolescents, that maintain student 
attention and prepare them for successful experiences 
(CUshner, 1989). Pedersen, based on extensive personal 
experience, presents materials useful in working with 
international students pursuing college degrees at both 
the undergraduate and graduate levels. In an effort to 
integrate the concerns of intercultural training into 
other parts of an educational system, Cushner has prepared 
another module for elementary and secondary school 
teachers who find themselves working with culturally 
diverse populations. Goodman makes suggestions for 
introducing ideas concerning cultural diversity into the 
university curriculum. 
Bhawuk (1990), Brislin and Pedersen (1976), Brislin 
and Yoshida (1994), and Landis and Brislin (1983) all 
suggest there is a four-part criterion to consider when 
assessing successful intercultural adjustment. 
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They are: (1) good personal adjustment - marked by 
feelings of contentment and well-being; (2) good 
interpersonal relations with the host - marked by respect 
for people in the other culture; (3) task effectiveness 
or the completion of one's work goals in another culture; 
and (4) no greater stress or experience of culture shock 
than would occur in the home culture when moving into a 
similar role. 
Black and Mendenhall's (1990) intercultural 
training aims, referred to by Richard Mead (1994), 
somewhat mirror the above mentioned intercultural training 
assessment criteria. They listed three related outcomes: 
(1) information about the other culture, including values 
within the other culture and how the culture is reflected 
in significant historical, political, and economic data; 
(2) how to adjust to the other culture which included 
developing nonevaluative attitudes towards the culture and 
develop a capacity for weighing the significance of 
culture against other factors in explaining behaviors; and 
(3) factors relating to job-performance within the culture 
which included how the culture affects attitudes toward 
work, how the culture influences formal interactions, and 
how the culture influences relations between 
organizations. 
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Brislin and Yoshida (1994) suggest that good 
intercultural training programs must include (a) the 
necessity of establishing good interpersonal relations 
with people, and (b) communicating effectively in the 
presence of cultural differences that can interfere with 
good relations. Brislin and Yoshida (1994) go on to 
define more directly four areas that should be addressed: 
(1) awareness, (2) knowledge, (3) emotions (includes 
attitudes), and (4) skills (involving visible behaviors). 
Many people about to interact interculturally are 
unaware that there is a major influence on behavior 
summarized by the word "culture." People are generally 
socialized in a culture without much conscious awareness 
of the fact. Brislin and Yoshida (1994) suggest then that 
training must introduce an awareness that there is a major 
influence called culture, that it has major effects on 
people's lives, and that different behaviors are 
considered culturally appropriate in different parts of 
the world. 
They also suggest that specific knowledge necessary 
for survival most be addressed. They define four areas of 
knowledge: (1) immediate concerns - questions about 
simple survival, i.e. passports, shopping, housing, etc.; 
(2) area-specific knowledge - this would include specific 
topics such as history, sociology, geography, politics, 
and economics; (3) culture-general knowledge - certain 
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common phenomena in all cultures and cultural adjustment 
are discussed. Included in the general knowledge area by 
Brislin & Yoshida (1994) are people's intense feelings, 
anxiety, disconfirmed expectations, belonging, ambiguity, 
and confrontation with one's own prejudice. The last area 
of knowledge; and (4) culture-specific knowledge -
customs, etiquettes, and rules that are specific to the 
culture. Brislin & Yoshida {1994) list eight themes that 
fall under this category: (1) work; {2) time and space; 
(3) language; (4) roles; (5) importance of the group and 
the importance of the individual; (6) rituals and 
superstitions; (7) hierarchies; and (8) values. 
Furthermore, training should include the 
recognition of understanding the reaction of emotions with 
intercultural interaction. Intercultural encounters cause 
people to experience emotional arousal. If not dealt with 
properly this can lead to an unhealthy stress level. 
Brislin and Yoshida (1994) suggest that stages of 
emotional arousal include (1) denial, (2) defense, (3) 
minimization, (4) acceptance, (5) adaptation, and (6) 
integration. Brislin and Yoshida suggest that TCKs, a 
term introduced by Useem (1973), are a good way to 
understand the integration stage. TCKs or third-culture 
kids are young adults who grew up in another culture and 
now are not totally apart of their home or host culture 
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but operate comfortably in both. Many of the students 
included in my research in the international schools would 
identify themselves as 11 TCKs 11 or third-culture kids. 
Lastly, Brislin and Yoshia conclude that specific 
skills or learned behaviors must be taught and caught. 
CUlturally appropriate behaviors must be identified and 
practiced in successful training sessions. 
Brislin and CUshner (1996) suggest certain modules 
that should be included in successful training. These 
include: (1) cognitive training; (2) behavior 
modification; (3) experiential training; (4) cultural 
self-awareness assessment; and (5) attribution training. 
In the latter the trainee learns to recognize certain 
scenarios and appropriately attribute certain behaviors to 
culture and other behaviors to other factors. The use of 
100 critical incidents formed from the experience recorded 
by different expatriates in cross-cultural encounters is 
the foundation for Intercultural Interactions: A Practical 
Guide (Brislin, Cushner, Cherrie, and Yong, 1986), which 
demonstrates the experiential nature of training 
recommended by most professional trainers. Brislin and 
cushner suggest that there is no one ideal module for 
training, but rather a combination of all the modules 
reviewed above should be used. 
Sikkema and Niyekawa (1987) in their book, Design 
for cross-cultural Learning, purport an even more 
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experiential method. They reason that the most effective 
training is total experiential training. They believe 
that trainees, given minimum culture-specific instruction 
and training, will search and find out for themselves such 
things as customs in greeting, etc. • The authors 
limit cultural knowledge and training and place the 
trainees in intercultural settings and believe that the 
exercise of building sensible patterns out of initial 
ambiguities will move the trainee not only toward 
biculturality but also in the direction of 
multiculturality. Sikkema and Niyekawa (1987) believe 
that "culture-shock" is an essential ingredient of culture 
learning; while they admit it can be damaging to the 
individual if he is so unprepared to find the shock 
traumatic, it can, in smaller doses, be an effective 
instrument of learning in that it appears to shake the 
individual out of his fixed cultural frame of mind. Peter 
Adler (1972) also recognizes this process of using 
culture-shock as a part of intercultural training. 
Summarv 
A review of the research of "Effective Schools" 
lends conclusive evidence to the fact that certain schools 
meet diverse student needs more effectively than other 
schools. There appears to be a compelling body of 
evidence that there certain commonly occurring 
40 
characteristics among those effective school communities. 
One of the common characteristics is a principal who is a 
strong instructional leader. A leader who through his 
instructional leadership has impact on every area of the 
school. The effective instructional leader most 
dramatically impacts the area of school culture and 
climate. The effective principal helps the school focus 
upon and around an agreed upon agenda and takes care to be 
aware that the school culture is nurtured and attended to. 
It is obvious that nationally recognized researchers 
acknowledge the deficit in information regarding the 
relationship between the principal and the creation and 
changing of school culture. It is clear that effective 
schools have developed school culture's that are inclusive 
for all learners. This focus must be a part of an 
effective school to gain "buy in11 from all members of the 
school community. The effective school leader in the 
1990's will have to work with more cultural diverse 
communities more than ever before. 
Multicultural, intercultural, cross-cultural 
sensitivity is not natural. Call it what you may, it is 
not part of our primate past, nor has it characterized 
most of human history. Intercultural contact usually has 
been accompanied by bloodshed, oppression, or genocide. 
Education and training in intercultural communication is 
an approach to changing our "natural" behavior. With the 
concepts and skills developed in this field, we ask 
learners to transcend traditional ethnocentrism and to 
explore new relationships across cultural boundaries 
(Bennett, 1993). This attempt at change should not be 
taken lightly and should be handled with the greatest 
possible care. Intercultural education is inherently 
transformative. It is preparing learners for a major 
transition in their lives and it is, in fact, a part of 
that transition. 
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A review of the training materials and components 
found significant correlation between the eight scales of 
w. J. Reddin's (1975) Culture Shock Inventory, the 
instrument used in my research. A review of the history 
and content of intercultural training provided significant 
referencing around all eight areas: ethnocentrism, 
experience, cognitive flex, behavioral flex, cultural 
knowledge-specific, cultural knowledge-general, cultural 
behavior-general, and interpersonal sensitivity. 
It appears that there is not a significant amount 
of communication between those researchers in the area of 
intercultural training who deal with international and 
domestic training and those who classify themselves as 
multiculturalist and deal generally with domestic training 
groups. Gurus such as Richard Brislin in the 
"intercultural" arena and James Banks in the 
"multicultural" arena do not even cross-reference one 
another in their writings. It would seem logical that 
increased dialogue, coordination of efforts, and joint 
ventures would be productive and efficient. 
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CHAPTER III 
METHODOLOGY 
Introduction 
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This research study was designed to determine the 
relationship between the intercultural sensitivity level 
of high school principals and their students in both 
selected International high schools and North American 
public high schools. It is also designed to determine 
differences between the scores of principals and students 
in International high schools and principals and students 
in North American public high schools. The methodology 
consisted of: (a) a review of the literature which 
concentrates on the nature of intercultural sensitivity, 
developing or increasing intercultural aptitude or skills, 
the relationship between principals and their students, 
and the ability of the principal to influence school 
climate, school culture, and student behavior. The latter 
two will concentrate particularly on the Effective Schools 
Research; (b) administering an instrument measuring inter-
cultural sensitivity aptitude in high school principals 
and their students to determine if a relationship exists; 
and (c) examining any differences in scores on the 
instrument between high school principals and students in 
International schools and their counterparts in North 
Carolina public schools. 
Specifically stated the three null hypotheses 
tested were: 
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1. There is no statistically significant 
relationship between the scores of 
intercultural sensitivity levels of principals 
and those of their students (at the alpha .05 
level of significance). 
2. There is no statistically significant 
difference between the grand mean scores of 
intercultural sensitivity of principals in the 
selected International high schools and those 
of principals in American public high schools 
(at the alpha .05 level of significance). 
3. There is no statistically significant 
difference between the grand mean scores of 
intercultural sensitivity of students in 
selected International high schools and those 
of students in selected American public high 
schools (at the alpha .05 level of 
significance). 
The study will also include an analysis of 
demographic data relative to each principal's age, gender, 
ethnic origin, nationality, length of service at the 
school, acquisition of second language, cross-cultural 
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experiences, and involvement in implementation of 
multicultural curriculum. Also included is an analysis of 
demographic data relative to each student's age, gender, 
ethnic origin, nationality, grade level, acquisition of 
second language, cross-cultural experiences, and awareness 
of multicultural curriculum in the school. 
Population 
I selected the population of International schools 
from the EARCOS group of schools. EARCOS is an acronym for 
East Asia Regional Council of overseas Schools. I was 
personally a member of this council for ten years along 
with the school I worked at in Malaysia (1979-1989). I 
did not have funding to do a global random sample of 
international schools but I did have finances available to 
make a trip to Asia. The following schools responded 
positively to an invitation to participate in the project 
and to host a visit by me to administer the instrument to 
their simple random sample of their students: 
JAPAN 
American School in Japan, Tokyo 
Christian Academy of Japan, Tokyo 
KOREA 
Seoul Foreign School, Seoul 
Seoul International School, Seoul 
Taejon Christian International School, Taejon 
HONG KONG 
International Christian School, Hong Kong 
California International School, Hong Kong 
Christian Alliance School, Hong Kong 
INDONESIA 
Jakarta International School, Jakarta 
MALAYSIA 
Dalat School, Penang 
International School of Kuala Lumpur, Kuala 
Lumpur 
International School of Penang, Penang 
PHILIPPINES 
Brent School, Baquio City 
Faith Academy, Manila 
International School, Manila 
Brent International School, Manila 
THAILAND 
International School of Bangkok, Bangkok 
Ruamrudee International School, Bangkok 
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The selection of high schools in North America was 
limited to North Carolina public high schools in Guilford 
and Rockingham counties due to cooperation and financial 
considerations. The following schools participated in the 
study: 
GUILFORD COUNTY 
Andrews High School 
Dudley High School 
Eastern Guilford High School 
High Point Central High School 
Northeast Guilford High School 
Northwest Guilford High School 
Page High School 
Ragsdale High School 
Smith High School 
Southeast Guilford High School 
Southern Guilford High School 
Southwest Guilford High School 
Western Guilford High School 
ROCKINGHAM COUNTY 
Morehead High School 
Reidsville High School 
The instrument was administered to all the high 
school principals and to an appropriate nonstratified 
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random sample of students from each grade level in each of 
the 15 North Carolina Public high schools and 18 East Asia 
International high schools. Clear directions as to how to 
obtain a random sampling of students were sent to each 
school's principal. All schools reported that they had 
followed the directions carefully. This should have 
avoided any stratification of data. Each principal was 
given a copy of the Krejcie and Morgan table for 
determining sample size from group size {population) where 
H = total group size and ~ = recommended sample size. 
Sample sizes were selected from the chart for 95% 
confidence level {Krejcie & Morgan, p. 608) {Exhibit). 
The total group size sampled was 5,034 respondents. This 
included 15 North American principals, 18 International 
School principals, 2,793 American public high school 
students, and 2,208 international high school students. 
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Description of the Research Instrument 
The CUlture Shock Inventory (CSI) (2nd ed., 1981), 
developed by Reddin (1975), was selected as the research 
instrument for this study (Appendix A). Organizational 
Tests, Ltd., Fredrickton, New Brunswick, Canada, has 
granted permission to use the CSI in this research 
(Exhibit). 
The CSI consists of a booklet with 80 items, which 
reflect eight scales, with ten items per scale. The 
scales are described as follows: 
Lack of Western Ethnocentrism: measures the degree 
to which the respondent recognizes that a Western system 
of values may fail to apply in all cultural settings. 
Experience: reflects the degree to which the 
respondent has had direct experience with members of other 
cultures. such experiences may have been gained through 
overseas work or travel but also includes exposure to 
other cultures through sojourners in one's own culture and 
through study of other cultures and languages. 
Cognitive Flex: measures openness to new ideas and 
the willingness to accept such ideas, 
Behavioral Flex: measures the willingness to try 
new activities and behaviors and to change past patterns 
of behavior. 
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CUltural Knowledge-Specific: measures knowledge 
and understandinq of various cultural patterns in specific 
cultures, it represents a variety of locations, but within 
a given culture requires rather specific information. 
CUltural Knowledge-General: measures the degree of 
one's awareness of various beliefs and understanding of 
institutions in other cultures and includes items that are 
not specifically tied to any other culture or location. 
cultural Behavior-General: measures one's 
understanding of the patterns of behavior encountered in 
other cultures, with items reflecting general behavior 
patterns rather than being tied to any specific culture. 
Interpersonal Sensitivity: measures a respondent's 
awareness of verbal and nonverbal human behavior. 
The CSI required approximately 30 minutes for the slowest 
examinees. 
According to the manual, the CSI was developed for 
use in four specific applications: (1) to be a training 
tool for individuals who will experience an intercultural 
setting, (2) to evaluate training used with such 
individuals, (3) to be a potential counseling and 
appraisal aid, and (4) to be used in a wide variety of 
research settings. Philip G. Benson states in his 
instrument review, 11 in general, research seems an 
especially promising use of the CSI" (American 
Psychological Test Directory, 1990). 
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Michael J. Mitchell adjusted the CSI producing a 
four-point likert scale. It is this version of the CSI 
that was used in this study. The CSI has been used in 
dissertation studies by: Judy Belter, University of 
Cincinnati, 1992~ Svjetlana Madzar, University of 
Minnesota, 1991~ Michael Mitchell, University of 
Wisconsin, 1993~ Sherri Slike, University of Colorado (in 
process)~ and Elizabeth Solezio, University of Alabama, 
1989. 
Validity and Reliability of the 
Research Instrument 
Validity and reliability data for the instrument, 
when using the scales provided with the original 
instrument, are provided in the manual. Norms for the 
scales are presented from 648 "managers" and give five 
levels. Each category represents 20% of the respondents. 
Test-retest data are given for 107 first- and second-level 
managers in a government agency. The time interval 
between the administrations was two months, and 
correlations ranged from .57 to .86, with a median 
correlation of .75. Validity information is primarily 
presented as group comparisons for each of the CSI scales. 
In total, 94 group comparisons are defined and tested; the 
bases for grouping are quite variable (e.g., job type, 
birth order, years in present company, age, supervision 
qiven, and educational variables). Of 94 comparisons 
across eight scales (i.e., 752 total comparisons) 1 175 
mean comparisons were significant (approximately 23%). 
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The second type of validity information is found in a 
correlation matrix indicating relationships among scale 
scores based on a sample of 408 examinees. correlations 
range from -.01 to .41 in the table. The median 
correlation in the table is a value of .155. Benson 
states, "Overall, it is encouraging that all scale 
intercorrelations are below the test-retest reliabilities 
of the scales. In general, reliability coefficients 
vastly exceed scale intercorrelations, supporting the 
possibility of discriminant validity. In general, the CSI 
possesses sufficient face validity and test-retest 
reliability to warrant further research" (American 
Psychological Test Directory, 1990). 
Treatment of Data 
I began by finding grand index scores (a grand mean 
for every principal on item numbers 1-80) for the 
principal and the grand index students' scores in each 
school in the study. Each school is a unit with a 
principal grand index score and a student grand index 
score. I ranked the principals' scores and the student 
school grand index scores. 
I then used the Spearman Rank Correlation 
procedures as presented in Hopkins and Glass (1984). 
After finding the rank correlation I put that into the 
null hypothesis formula to the test my first null 
hypothesis. 
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I then examined the statistical ~ value in light of 
critical t values from the t table. I was then able to 
determine if there was a significant positive or negative 
correlation between ranks of principal grand index scores 
and the grand index scores of their students. 
In order to test the second and third hypotheses, I 
would need to find the grand index scores for principals 
in International high schools u(l), principals in American 
public high schools u(2), students in International high 
schools u(J), and students in American public high schools 
u ( 4) • 
I ran a one-way ANOVA on between the student 
groups which gave me an E ratio. With the E ratio a could 
then determine if the difference between means was 
significant at the .05 level. I ran a one-tailed and two-
tail t test with the principals' scores. With the t 
values I could determine·if the difference between the 
means was significant at the point .05 level with a one-
tailed and two-tailed test. With the above two different 
critical values I could reach a decision on the two 
hypotheses individually. 
CHAPTER IV 
PRESENTATION AND ANALYSIS OF DATA 
Introduction 
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This chapter presents the results of the surveys 
conducted on randomly selected students and their 
principals from selected International high schools in 
East Asia and American public high schools in North 
carolina. The survey was employed in an attempt to answer 
the three major null hypotheses, to explain variance in 
the score through analyzing student and principal 
responses by the subscale scores on the instrument, and 
explain variance in the scores of students and the impact 
of the principal on their students' scores by examining 
the results through certain independent variables. 
The three hypotheses were: 
1. There is no statistically significant 
relationship between the levels of 
intercultural sensitivity of principals and 
those of their students. 
2. There is no statistically significant 
difference between the levels of intercultural 
sensitivity of American public high school 
principals and the levels of intercultural 
sensitivity of international high school 
principals. 
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3. There is no statistically significant 
difference between the levels of intercultural 
sensitivity of American public high school 
students and the levels of intercultural 
sensitivity in international high school 
students. 
After discussions with the research committee about 
some of the independent variables that might theoretically 
impact on student and teacher intercultural sensitivity 
levels a group of variables for principals and students 
was determined. The independent variables that students 
were requested to respond to were: gender, grade-level, 
multilingualism, awareness and perception of multicultural 
education program at their school, perception of the 
involvement of the principal in the multicultural 
education program at their school, level of academic work, 
and ethnicity;race. The principals were asked to respond 
to questions about the following independent variables: 
gender, age, multilingualism, degree of geographic living 
experience (lack of isolationism), length of stay in 
present position, degree of undergraduate experience 
outside of home state, undergraduate major, perception of 
the vitality of the multicultural education program at 
their school, evaluation of their involvement in 
multicultural education program at their school, 
perception of their school climate, and ethnicityjrace. 
The above variables were chosen to look at both 
demographic differences, experiential differences, and 
perceptions of school's multicultural program and the 
principal's involvement in the program. 
The subscales in the instrument were: cognitive 
flexibility, behavioral flexibility, interpersonal 
sensitivity, lack of western ethnocentrism, experience, 
cultural knowledge-general, cultural knowledge-specific, 
and cultural behavior-general. 
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The chapter will be divided into the following four 
sections: introduction and data analysis strategies, 
presentation of data relating directly to the three major 
research questions, presentation of data relating to 
instrument subscales, and presentation of data relating to 
various independent variables. 
The survey scan sheets were coded in a manner to 
afforded the opportunity to differentiate between student 
responses and principal responses, international school 
responses and North American school responses, and 
individual school responses. No individual student 
identity code was used. The first so items were 
designated for responses to the SO-item Culture Shock 
Inventory. The student instrument was designed so that 
numbers 81 through 87 were specific demographic questions. 
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The principals instrument placed demographic questions at 
questions 90 through 98. The principals did not answer 
questions 81 through 89. 
The scan sheets were scanned using the "ScanLink" 
software program. The data were then downloaded into the 
"Excel'' database manipulating software package. The 
"Excel" software put the data into an "access file," 
which allowed the researcher to use "Windows version of 
SPSS" for the statistical analysis. Five-thousand and 
thirty-four (5034) participant responded to the Culture 
Shock Inventory. In discussions with the research 
committee it was decided to eliminate any respondent's 
data who had failed to provide an answer for ten or more 
questions. This represented a failure to respond to 12.5% 
or more of the survey questions. It was believed that too 
many missing responses would make the data more difficult 
to interpret by creating possible bias and a lack of 
comparability. As a result, there were 587 or 11.6% of 
respondents who fell into this category and thus their 
partial responses were not calculated and included in the 
statistically data. 
The instrument was designed with the following 
responses: (1) strongly disagree, (2) disagree, (3) 
strongly agree, and (4) strongly agree. The instrument is 
designed to reflect greater intercultural sensitivity the 
higher the score of the respondent. 
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Testing of Three Major Hypotheses 
The first task was to compute a summary mean score 
for the entire group of respondents. The mean was 
computed by computing an average score on the so-item 
surveys versus just tabulating a total of points 
accumulated by each respondent and comparing those totals. 
Table 1 shows the results of the computation of the 
summary scale score. The mean score was 2.608 with a 
standard deviation of .253. The median was 2.613, the 
minimum 1.0, the maximum 4.0, and the mode 2.5. The 
highest score recorded was a 4.0 and the lowest was 1.0. 
The general results demonstrated that the levels of 
intercultural sensitivity were skewed positively from the 
2.5 normal midpoint. Both the mean of 2.608 and the 
median of 2.613 lend evidence to this picture of positive 
kurtosis. 
Table 1 
Descriptive Statistics for all Respondents 
to summative Scaled Survey 
MEAN 
VALID 
CASES 
2.608 
.253 
4447 
MEDIAN 
MINIMUM 
MISSING 
CASES 
2.613 
1.000 
587 
MODE 2.5000 
MAXIMUM 4. 000 
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A summative mean score for students on the so-item 
instrument for all students at each school was cal~ulated 
and then the individual summative student mean scores were 
ranked from highest to lowest. Table 2 gives the 
individual statistics for each school's student scores. 
"I" prior to the rank number indicates "International" and 
"A" prior to the rank number indicates "American" school. 
Table 2 
Rank Order of Schools by Students' 
summary Scale Scores 
Rank Mean Median Mode 
I-1 2.866 .207 2.831 2.738 
I-2 2.805 .217 2.799 2.550 
I-3 2.772 .238 2.767 3.000 
I-4 2.770 .184 2.743 2.563 
I-5 2.745 .204 2.763 2.738 
I-6 2.726 .208 2.709 2.675 
I-7 2.721 .156 2.726 2.636 
I-8 2.698 .168 2.696 2.588 
I-9 2.689 .223 2.696 2.713 
I-10 2.689 .196 2.656 2.550 
I-ll 2.683 .252 2.704 2.575 
I-12 2.675 .172 2.663 2.738 
I-13 2.671 .163 2.675 2.663 
I-14 2.667 .214 2.652 2.550 
I-15 2.638 .153 2.663 2.575 
A-16 2.605 .175 2.600 2.513 
I-17 2.598 .216 2.622 2.538 
I-18 2.598 .222 2.616 2.663 
A-19 2.583 .281 2.588 2.463 
A-20 2.579 .265 2.560 2.450 
A-21 2.566 .232 2.575 2.500 
A-22 2.554 .214 2.544 2.500 
A-23 2.549 .262 2.584 2.463 
I-24 2.548 .409 2.608 2.600 
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Table 2 (continued) 
Rank Mean Median Mode 
A-25 2.545 .214 2.550 2.500 
A-26 2.533 .248 2.525 2.500 
A-27 2.515 .225 2.500 2.400 
A-28 2.514 .176 2.541 2.575 
A-29 2.506 .297 2.550 2.463 
A-30 2.500 .314 2.544 2.544 
A-31 2.495 .313 2.506 2.388 
A-32 2.490 .219 2.488 2.363 
A-33 2.484 .249 2.500 2.488 
International School one (I-1) had a mean score of 
2.866 which was the highest score. American school 33 (A-
33) had a mean score of 2.484 which was the lowest school 
student mean score for all 33 schools. An overview of the 
table reveals that the 15 highest scores were from the 
International schools' student population and nine lowest 
were from the American schools' student population. The 
International schools' student scores ranged from 2.548 to 
2.866. The American schools student scores ranged from 
2.484 to 2.605. Table 2 begins to reveal that the 
International student scores are consistently higher than 
the American student scores. However, the range from 
2.484 to 2.866 is still not an extremely large. It does 
demonstrate consistently that international students were 
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scorinq at higher intercultural sensitivity levels than 
their counterparts in North American public high schools. 
The next task was to rank the individual 
principal's summary score on the so-item instrument. 
Table 3 presents the principal data from each school in 
rank fashion. The symbol of "I" prior to the rank 
designates an International school principal and "A" 
indicates an American school principal. 
Table 3 
Principals Ranked by Individual Scaled Scores 
Rank Mean Rank Mean 
I-1 3.2125 A-17 2.667 
I-2 3.0875 I-18 2.650 
I-3 3.0750 I-19 2.6375 
I-4 3.0253 I-20 2.6026 
I-5 3.0125 A-21 2.6000 
I-6 2.9615 I-22 2.5875 
I-7 2.9500 A-23 2.5385 
I-8 2.9211 A-24 2.5190 
I-9 2.8750 A-25 2.4875 
I-10 2.7625 A-26 2.4875 
A-ll 2.75 A-27 2.4250 
A-12 2.7250 A-28 2.4125 
I-13 2.7000 A-29 2.3500 
I-14 2.6835 A-30 2.3418 
I-15 2.6750 A-31 2.2625 
I-16 2.6750 A-32 2.2625 
In Table 3 International principal one (I-1) had a 
mean summary scaled score of 3.2125 which was the highest 
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individual principal scaled score. In comparison, 
American principal 31 (A-31) and 32 (A-32) have a 2.2625 
mean summary scaled score. This range from 3.2125 to 
2.2625 is much larger than the range found between the 
summary scaled scores of students in their schools. The 
ten highest principal scores were from the International 
schools and the ten lowest principal scores were from the 
American schools principal group. The International 
principals' scores ranged from 2.5875 to 3.125. The 
American principals' scores ranged from 2.2625 to 2.7500. 
Already we begin to see revealed a relationship between 
the principals and their students. American students and 
principals tended to score low and international 
principals and their students scored higher. 
Next a table was constructed to show a rank 
comparison so the "Spearman" rank correlation coefficient 
could be derived. This presentation and calculation is 
presented in Table 4. 
The "X" in the table represents the individual 
school's student rank scores and the "Y" represents the 
principal's rank score. One international principal did 
not respond in time for the research, therefore, his 
school was dropped. The two smallest student population 
schools (international) were dropped to give an equal 
amount of 15 International schools and 15 American schools 
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and keep the 11 N11 at the preferred 30 for the Spearman Rank 
Correlation comparison. The removal of 
these scores did not have any impact on the outcome of the 
correlation or conclusions. 
Table 4 
Spearman Rank Correlation Comparison 
School 
1-Intl. 
2-Intl. 
3-Intl. 
4-Intl. 
5-Intl. 
6-Intl. 
7-Intl. 
8-Intl. 
9-Intl. 
10-Intl. 
11-Intl. 
12-Intl. 
13-Amer. 
14-Intl. 
15-Intl. 
16-Amer. 
17-Amer. 
18-Amer. 
19-Amer. 
20-Amer. 
21-Intl. 
22-Amer. 
23-Amer. 
24-Amer. 
25-Amer. 
26-Amer. 
27-Amer. 
28-Amer. 
29-Amer. 
30-Amer. 
"X" Rank 
Student 
1 
2 
3 
4 
5 
6 
7 
8.5 
8.5 
10 
11 
12 
13 
14.5 
14.5 
16 
17 
18 
19 
20 
21 
22 
23 
24 
25 
26 
27 
28 
29 
30 
"Y" Rank 
Principal 
12 
17 
14.5 
8 
4 
20 
1 
9 
3 
2 
18 
5 
10 
14.5 
6 
7 
19 
29 
22 
25 
13 
27 
21 
30 
16 
23.5 
23.5 
11 
26 
28 
Difference 
-11 
-15 
-11.5 
- 4 
1 
-14 
6 
.5 
5.5 
8 
- 7 
7 
3 
0 
8.5 
9 
- 2 
-11 
- 3 
- 5 
8 
- 5 
- 2 
- 6 
9 
2.5 
3.5 
17 
3 
2 
Difference 
Squared 
121 
225 
132.25 
16 
1 
196 
36 
.25 
30.25 
64 
49 
49 
9 
0 
72.25 
81 
4 
121 
9 
25 
64 
25 
4 
36 
81 
6.25 
12.25 
289 
9 
4 
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From the data presented in Table 4 a sum of the 
squared differences was derived. 
differences in ranks was 1771.5. 
The sum of the squared 
The data were treated by 
placing the data into a Spearman rank correlation formula 
(Ranks = 1-6 times the sum of squared differences over n 
[30] times n (30] squared minus one (1]). The formula 
yields a Spearman Rank critical value of .601462317. When 
this is compared on the Critical Values Chart for the 
Spearman's Ranks Correlation Coefficient (Glass & Hopkins, 
1984, p. 550) the correlation is found significant at all 
levels. The alpha .05 level would require a number 
greater than .305, obviously the critical value .601462317 
is greater and indicates a strong correlation. In fact 
the correlation is significant at the even more demanding 
level of alpha .005 where the required critical value 
number must at least be .478. again our Spearman rank 
critical value of .601462317 at this demanding 
level of correlation again indicates an extremely strong 
correlation. 
Therefore, the first null hypothesis, that there 
would be no statistically significant relationship between 
the levels of sensitivity of principals and the levels of 
sensitivity of their students is rejected. The critical 
value is larger than the required value from the Spearman 
Rank critical value table and falls in the critical value 
region. There is a significant correlation between the 
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rank scores of the principals sampled with the CUlture 
Sheck Inventory and the sampling of their students' scores 
on the CUlture Shock Inventory. Schools with low student 
scores tended to have principals with low scores and 
schools with high student score tended to have principals 
with high scores. This, as mentioned earlier, tended to 
find the American principals and students at the low end 
and the international principals and students at the high 
end. 
In order to answer the second null hypothesis which 
states that there is no statistically significant 
difference between the mean scores of intercultural 
sensitivity of American public high school principals and 
the mean scores of international high school principals 
(at the alpha .OS level of significance) a critical t test 
value was derived for equality of means. Table 5 presents 
the significant data from the ~ test run for independent 
samples of the means of American high school principals 
and International high school principals. The ~ test was 
the more appropriate statistically process instead of an E 
ratio because of the small size of the principal sample 
group. 
Table 5 
Difference in ~~erican and International 
Principals' Scores on CUlture Shock Inventory 
Variable 
American 
Principal 
International 
Principal 
l2 < ,9991 
df = 30 
cases 
15 
17 
Mean 
2.5166 .189 
2.8337 .201 
t Value 
-4.57 
The critical ~ value of -4.57 is statistically 
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significant well beyond the alpha .05 level of 
significance. Therefore, the second null hypothesis which 
states that there is no statistically significant 
difference between the mean scores of intercultural 
sensitivity of American public high school principals and 
the mean scores of international high school principals at 
the alpha .05 level of significance is rejected. There is 
a statistically significant difference between their mean 
scores. The mean score of 2.8337 for International high 
school principals indicates a greater amount of 
intercultural sensitivity in comparison to their American 
counterparts with a mean score of 2.5166. It appears that 
the International school principals are more likely to be 
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sensitive to intercultural issues than their American 
counterparts. 
The third null hypothesis stated that there is no 
statistically significant difference between the mean 
scores of intercultural sensitivity of American public 
high school students and the mean scores of international 
high school students (at the alpha .05 level of 
significance). A one-way analysis of variance was run and 
Table 6a presents that data. 
Table 6a 
Difference in Mean Scores of American students 
and International students on the Culture 
Shock Inventory 
Group Count 
Amer. 2446 
Intl. 2001 
Total 4447 
e.< .001 
df = 1,4445 
Mean so 
2.5358 .2500 
2. 6951 . 2285 
2. 6075 . 2533 
Sum of 
Squares 
Between 
/Within 
27.929 
257.239 
Mean 
Squares 
27.929 
.0579 
The data presented show a significant ~ ratio 
F 
Ratio 
482.60 
critical value. The F critical value is significant well 
beyond the alpha .05 level of significance level set, 
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therefore, the null hypothesis that there is no 
statistically significant difference between the mean 
scores of intercultural sensitivity of American public 
high school students and the mean scores of International 
high school students is rejected. There is a 
statistically significant difference between the mean 
scores of the American students and the international 
students on the CUlture Shock Inventory. Table 6a 
confirms the statement earlier that even though the range 
was not that large between the American students and the 
international students the difference was significant. 
A overview of certain key data gathered in 
answering hypotheses two and three can be seen in Table 
6b. 
Table 6b 
Comparison of Mean Scales Scores of Students 
and Principals by School Type 
Principal 
Student 
Difference 
International 
2.8337 
2.6951 
.1386 
American 
2.5166 
2.5358 
-.0192 
Difference 
• 3171 
.1593 
68 
The greatest difference in means is found between 
the principal group scores. International principals had 
the highest level of intercultural sensitivity. In 
comparison, American school principals had the lowest 
level of intercultural sensitivity. Reading down the 
table we see that their scores were -.0192 lower than 
their student scores. This table indicates significant 
differences in all the means but particularly denotes the 
difference in principals means is much greater than the 
difference in student means and the American school 
principals score lower than their students in contrast 
with the International school principals who score higher 
than their students. 
Explaining Differences in CUlture 
Shock Inventory Responses 
Subscale Differences 
In order to explain some of the variance in the 
summary scores revealed two areas were investigated. The 
instrument's subscale scores produced by respondents was 
investigated. Also, various demographic data on the 
respondents were employed. In this section we will look at 
the analysis of responses on the different subscales. 
A one-way analysis of variance was run on the 
student mean scores in the eight individual subscales of 
the CUlture Shock Inventory. Table 7 shows the pertinent 
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statistical data from the one-way analysis of variance of 
the student means on all eight of the subscales. Table 8 
provides the subscale statistics for the American and 
International high school students ranked from the highest 
to lowest scores. Table 9 provides the eight subscales 
scores ranked from highest to lowest in difference between 
American and International principals' mean scores on the 
subscales. 
Table 7 
Summary of Analysis of Variance of Eight 
Subscale Student Mean Scores 
Sub scale 
Interpersonal 
Sensitivity 
Experience 
CUltural Knowledge-
General 
Cognitive 
Flexibility 
cultural 
Behavior-
General 
Amer 
or 
Intl 
Amer 
Intl 
Diff 
Amer 
Intl 
Diff 
Amer 
Intl 
Diff 
Amer 
Intl 
Diff 
Amer 
Intl 
Diff 
Mean 
& 
Diff. 
2.850 
2.965 
.115 
2.105 
2.778 
.673 
2.741 
2.639 
.102 
2.561 
2.696 
.135 
2.574 
2.667 
.093 
4848 
4888 
4773 
4874 
4761 
.r Ratio 
88.2228 
2442.98 
96.2008 
155. 55• 
80.956. 
Table 7 (continued) 
Subscale 
Behavioral 
Flexibility 
Western 
Ethnocentrism 
CUltural 
Knowledge-
Specific 
aR < .0001 
Amer 
or 
Intl 
Amer 
Intl 
Diff 
Amer 
Intl 
Diff 
Amer 
Intl 
Diff 
Mean 
& 
Diff. 
2.716 
2.782 
.066 
2.428 
2.505 
.077 
2.424 
2.427 
.003 
4864 
4779 
4279 
1: Ratio 
36. sao• 
50.7718 
.0804 
not sig 
Table 7 indicates that there was a statistically 
significant difference between mean scores of American 
70 
high school students and their International high school 
counterparts on seven of the eight subscales. Only on the 
subscale cultural Knowledge-Specific was the mean 
difference statistically insignificant. 
Table 8 shows the rank order of American high 
school student respondents by the instrument subscales. 
American high school student scores were highest in the 
subscale of interpersonal scale of experience with a score 
of 2.105. 
Table 8 
Ranked American and International Student Subscale 
Mean Scores and Ranked Differences in Mean 
us us 
Subscale Rank Mean 
Experience 8 2.105 
Cognitive 
Flexibility 5 2.561 
Interpersonal 
sensitivity 1 2.850 
cultural 
Knowledge-
General 2 2.741 
CUltural 
Behavior-
General 4 2.574 
Western 
Ethnocentrism 6 2.428 
Behavioral 
Flexibility 3 2.716 
CUltural 
Knowledge-
Specific 7 2.424 
Intl 
Rank 
2 
4 
1 
6 
5 
7 
3 
8 
Intl 
Mean 
2.778 
2.696 
2.965 
2.639 
2.667 
2.505 
2.782 
2.427 
Diff 
in 
Means 
1 
2 
3 
4 
5 
6 
7 
8 
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Rank 
Diff 
.673 
.135 
.115 
.102 
.093 
.077 
.066 
.003 
Table 8 shows the rank order of International high 
school students mean scores on the instrument's eight 
subscales. The International high school students' scores 
ranged from the high of 2.965 on the subscale of 
interpersonal sensitivity to a low of 2.427 on the 
subscale of cultural knowledge-specific. 
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Table 8 displays in rank order the differences 
between the means of the American high school students and 
the international high school students on the different 
subscales. The difference was most extreme in the 
subscale of experience. The American high school students 
have had much less exposure to other cultures than their 
counterparts in the International schools. Both groups 
struggled with the cultural knowledge-specific subscale. 
This also was the subscale which showed the least 
difference in score; an almost unnoticeable .003 
difference. 
From this table we see that in every subscale the 
International students scored higher than the American 
students. The subscale of experience explained the 
greatest amount of variance in scores. The subscales of 
cognitive flexibility, interpersonal skills, and cultural 
knowledge in general also exhibited some variance. 
However, the students scored almost amazingly the same 
score in the cultural knowledge-specific subscale. The 
international student appears to be better equipped in 
dealing with intercultural interaction in general, but is 
no more knowledgeable about specific cultural information 
than their counterparts in North America. 
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The principal scores were examined by subscales and 
scores were compared between the American public school 
principals and the International school principals. Table 
9 presents the statistics for all the principals by 
subscales. A ~ test critical value was found for the 
difference between the principal means on each of the 
subscales. Those subscales whose critical values fell in 
the critical regions deeming them significant at the alpha 
.05 level of significance are presented first, followed by 
those whose differences were found insignificant. 
Table 9 
summary of Analysis of Variance on the Principals' 
Mean Subscale Scores 
Subscale 
Western Ethnocentrism 
Experience 
Interpersonal Sensitivity 
CUltural Knowledge-General 
Amer 
or 
Intl 
Amer 
Intl 
Diff 
Amer 
Intl 
Diff 
Amer 
Intl 
Diff 
Amer 
Intl 
Diff 
Mean 
& 
Diff 
2.317 
2.703 
.386 
2.280 
3.111 
.831 
2.802 
3.107 
.305 
2.660 
2.878 
.218 
Critical 
~ Value 
-2.938 
-6.608 
-2.548 
-2.258 
Table 9 {continued) 
Subscale 
CUltural Behavior-General 
CUltural Knowledge-Specific 
Cognitive Flexibility 
Behavioral Flexibility 
Amer 
or 
Intl 
Amer 
Intl 
Diff 
Amer 
Intl 
Diff 
Amer 
Intl 
Diff 
Amer 
Intl 
Diff 
Mean 
& 
Diff 
2.564 
2.780 
.216 
2.496 
2.604 
.108 
2.433 
2.593 
.160 
2.600 
2.797 
.197 
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Critical 
:t Value 
- .87 
not sig 
-1.44 
not sig 
-1.69 
not sig 
A review of the previous three tables reveals that 
there were five subscales were the critical value fell in 
the critical region at the alpha .05 level of significance 
or better. Those statistically significant differences in 
mean scores of principals were found in subscales: western 
ethnocentrism, experience, interpersonal sensitivity, 
cultural knowledge-general, and cultural behavior-general. 
The subscales of behavior flexibility, cultural knowledge-
specific, and cognitive flexibility did not demonstrate a 
statistically significant difference in the mean scores 
between the American public high school principals and the 
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International high school principals. The American high 
school principals' scores ranged from a 2.802 in the 
interpersonal sensitivity subscale to 2.280 in the 
subscale of experience. The International high school 
principals score highest in the subscale of experience 
with a 3.111 and lowest in the subscale of cognitive 
flexibility with a 2.593. The difference between 
principal means was greatest in the subscale experience 
with a .831 difference. The subscale cultural knowledge-
specific demonstrated the least difference between 
principal means with a difference of .108. 
The American students and principals ranked their 
first four highest subscales in the same order; 
interpersonal sensitivity, cultural knowledge-general, 
behavioral flexibility, and cultural behavior-general. 
However, the principals' scores were lower than their 
students in all those areas. The subscale·experience was 
the low subscale score for American principals and their 
students. The American student score was lower than their 
principal scores in this subscale area. In general, the 
American students' and principals' scores were similar in 
each of the subscale areas. Interestingly, the American 
principals were generally were lower per subscale and for 
the entire instrument in comparison to their students' 
scores. 
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The International principals and students had a 
much greater difference in their ranked scores. The 
international principals were highest in experience while 
their students ranked highest in interpersonal 
sensitivity. The international principals ranked lowest 
in cognitive flexibility while their students ranked 
lowest in cultural knowledge specific. The international 
principals scored higher than their students in every 
area. 
Throughout the instrument and the subscales the 
highest scoring group consistently were the international 
high school principals and the lowest scoring group were 
the North American principals. Undoubtedly some of the 
variance in the difference in means and the correlation of 
principal perception and behaviors and student perception 
and behaviors can be understood more clearly after looking 
at the subscales scores, however, a further look into 
various demographic, behavior, and perception responses 
must also be considered in attempting to understand the 
variances and correlation. A review of the scores by 
analyzing them through these independent variables now 
follows. 
Explaining Differences in Culture 
Shock Tnventory Responses 
student Backgrounds and Perceptions 
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The research thus far has uncovered differences in 
scores between American public high school students and 
International high school students on the Culture Shock 
Inventory and differences between the scores of American 
public high school principals and International high 
school principals. In both instances the American 
population scored significantly lower than the 
international population. We have also look at those 
differences through the eight different subscales. We now 
want to review the differences through various student 
characteristics, backgrounds, and perceptions. We will 
also examine students' responses through the filter of 
their principals' characteristics, backgrounds, and 
perceptions to see if there are significant differences. 
We will pay particularly close attention to those factors 
of principal's behavior that seem to make the greatest 
difference in student outcomes. 
The student questions related to gender, grade 
level, multilingualism, perception of school's 
multicultural education program, perception of principal's 
involvement in school's multicultural education program, 
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highest academic course work, and student's ethnic/racial 
category. 
The students' responses were analyzed by a one-way 
analysis after separating them into two different groups; 
the American public high school student responses and the 
International high school student responses. We began by 
reviewing the result of the analysis of variance in the 
American high school students. We are looking at the 
variance in their score by demographic identity in taken 
from the grand indexed mean score of all students. The 
grand mean index score is the dependent variable in this 
analysis. Table 10 presents this data. 
Table 10 
Analysis of Variance on Culture Shock Scale scores 
of American Students Analyzed by Student 
Characteristics and Perceptions 
Question and Responses 
Gender 
Male 
Female 
Mean for 
Various 
Responses 
2.5156 
2.5564 
E Ratio 
Table 10 (continued) 
Question and Responses 
Grade level 
9th 
lOth 
11th 
12th 
Multilingualism 
speaks 1 language 
speaks 2 languages 
speaks 3 languages 
speaks 4 languages 
Multicultural school program 
none existent 
not comprehensive 
somewhat compelling 
excellent 
Principal involved in school 
multicultural program 
not aware 
aware not involved 
involved somewhat 
actively involved 
Academic course level 
Standard 
College Prep 
Honors 
AP/IB 
Racial/Ethnic category 
European-American 
African/African-American 
Asian/Asian-American 
Latin American 
Other 
Mean for 
Various 
Responses 
2.5095 
2.5253 
2.5629 
2.5609 
2.5297 
2.5607 
2.5230 
2.5025 
2.5389 
2.5624 
2.5297 
2.4630 
2.5330 
2.5783 
2.5431 
2.4420 
2.5123 
2.5683 
2.5797 
2.5490 
2.4985 
2.5641 
2.5612 
2.5312 
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.[ Ratio 
2.3156 
not sig 
7. 26908 
5. 2234 8 
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The data from Table 10 show statistically 
significance in the difference bet~een scores in each of 
the independent variables except the variable of 
multilingualism. In that particular variable however, 
there is a striking difference between monolingual 
students at 2.5297 and bilingual speakers at 2.5607. The 
cases of those students fluent in three or four languages 
was extremely limited and their scores were less than the 
bilingual students. 
Females were somewhat more sensitive the males as 
the females scored 2.5156 and the males scored 2.5564. A 
trend appears to exist with the older the student the more 
interculturally sensitive, ninth graders scored the lowest 
at 2.5095 and eleventh graders scored the highest at 
2.5629. The responses to the student perception questions 
were very interesting. The students' perception of the 
school's multicultural education program and their 
perception of their principals' awareness and involvement 
in the school's program were significant. In both cases 
the lowest scoring students were the student who were 
unaware of their school's program (2.5025) and perceived 
their principal as unaware and uninvolved in their 
school's program (2.4630). The students who scored the 
highest thought their school's program was somewhat 
comprehensive and compelling (2.5624) and their principal 
was aware and somewhat involved in their program (2.5783). 
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The responses also demonstrated a consistent rise in 
scores the mora advanced the student's academic work. 
students whose highest academic course was at standard 
level scored 2.4420 while students who were takinq either 
Advanced Placement (AP) or International Baccalaureate 
(IB) courses scored highest at 2.5797. Ethnicjracial 
differences were discovered as well with the Asian-
Americans scoring highest at 2.5641 which was 
significantly higher than the lowest scoring African-
American group at 2.4985. 
In general, the American students were more 
sensitive if they were female, upperclassmen, bilingual, 
felt their school had an active multicultural program, 
felt their principal was involved in that program, were 
taking higher level academic courses, and were Asian-
American. In general the lowest scoring students were 
males, ninth graders, monolingual, were unaware of their 
school's multicultural program, were unaware of their 
principal's involvement in the program, taking standard 
courses, and were African-American. 
The International student responses were also 
analyzed by their responses to the various independent 
variables. The one-way analysis of their responses are 
presented in Table 11. 
Table 11 
Analysis of Variance on CUlture Shock Scaled 
Scores of International Students Analyzed by 
student Characteristics and Perceptions 
Question and Responses 
Gender 
Male 
Female 
Grade level 
9th 
lOth 
11th 
12th 
Multilingualism 
speaks 1 language 
speaks 2 languages 
speaks 3 languages 
speaks 4 languages 
Multicultural school program 
none existent 
not comprehensive 
somewhat compelling 
excellent 
Principal involved in school 
multicultural program 
not aware 
aware not involved 
involved somewhat 
actively involved 
Academic course level 
Standard 
College Prep 
Honors 
AP/IB 
Racial/Ethnic category 
European-American 
African/African-American 
Asian/Asian-American 
Latin American 
Other 
Mean for 
Various 
Responses 
2.6846 
2.7040 
2.6840 
2.6781 
2.6855 
2.7426 
2.6814 
2.6901 
2.7324 
2.7026 
2.6139 
2.6730 
2.7106 
2.7456 
2.6287 
2.6796 
2.7089 
2.7199 
2.6840 
2.6835 
2.6924 
2.7229 
2.7339 
2.6322 
2.6788 
2.6770 
2.6980 
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.r Ratio 
3.4662 
not sig 
7. 77048 
3. 77598 
18.5698 
10.1778 
3. 6363 8 
6.24118 
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The data from Table 11 reveal similar results exist 
with International students as with American students. 
However, there were some exceptions. Unlike American 
students the gender status was statistically significant 
in explaining scale score differences of international 
high school students. 
Two of the variables, multilingualism and grade 
level were not as compelling significant with smaller ~ 
ratios. However, on both of these variables the trend was 
clear that students who were fluent in more than one 
language scored higher than monolingual students and the 
older the student the more interculturally sensitive with 
ninth graders scoring the lowest at 2.6840 and twelfth 
graders scoring the highest at 2.7426. 
The students' perception of the school's 
multicultural education program and their perception of 
their principals' awareness and involvement in the 
school's program were powerful. In both cases the lowest 
scoring students were the students who were unaware of 
their school's program (2.6139) and perceived their 
principal as unaware and uninvolved in their school's 
program (2.6287). The students who scored the highest 
thought their school's program was extremely comprehensive 
and compelling (2.7456) and their principal was aware and 
actively involved in their program (2.7199). A consistent 
rise in scores was evident again the more advanced the 
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student's academic work, except between standard and 
college preparatory. The case number for college prep in 
this group was extremely small. students whose highest 
academic course was at standard level scored 2.6840 while 
students who were taking either Advanced Placement (AP) or 
International Baccalaureate (IB) courses scored highest at 
2.7229. The European-Americans scored highest at 2.7339 
which was significantly higher than the lowest scoring 
African/African-American group at 2.6322 and even the 
Asian/Asian-American group at 2.6788. 
In general, the International students were more 
sensitive if they were upperclassmen, multilingual, felt 
their school had an active multicultural program, felt 
their principal was involved in that program, were taking 
higher level academic courses, and were European-American. 
In general the lowest scoring students were ninth graders, 
monolingual, were unaware of their school's multicultural 
program, were unaware of their principal's involvement in 
the program, taking standard or college preparatory 
courses, and were African-American. 
In looking at the two student groups there are many 
similarities in their scores. In this study most striking 
were the low scores of students who perceived no organized 
multicultural education program in their school and the 
principal unaware of any multicultural education program 
in the school. students consistently scored higher the 
older they were and the more advanced their coursework. 
The African/African-American ethnic group consistently 
scored the lowest. Perhaps this is an expression of 
suppressed anger seen in this ethnic group in other 
studies. 
ExPlaining Differences in culture 
Shock Inventory Responses 
Principals' Backgrounds, Perceptions 
and Roles on students' Scores 
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Earlier tables and data in this project have 
revealed a correlation between the scores of students and 
their principals. We know there is a relationship and we 
know the principal is a key player in the shaping of 
school climate from research presented and documented in 
Chapter two. 
As a result it would appear to be helpful to look 
at principals' characteristics and their perceptions of 
their role in the multicultural program and school climate 
at their school and analyze them with their student scale 
scores to see if it could explain some of the variance in 
student scaled scores. 
The principals also were asked to answer a 
different set of demographic questions including gender, 
age, multilingualism, experiences outside home state, 
length of stay as principal at school, location of 
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undergraduate education experience, undergraduate degree, 
perception of school's multicultural program, perception 
of their involvement in school's program, perception of 
school's climate towards diversity, and ethnic/racial 
category. 
Each principal had their students summary mean 
grand index score assigned to him/her. The analysis of 
variance was done on the differences in the students' 
scores as seen through the principals' responses to the 
various independent variables. Table 12 presents the 
results of that analysis. 
Table 12 
Analysis of Variance on Grand Index Scores 
of Students Analyzed by Principals' Responses 
on Independent Variables 
Question and Responses 
Gender 
Male 
Female 
Age 
over 30 
30-40 
40-50 
over 50 
Multilingualism 
speaks 1 language 
speaks 2 languages 
speaks 3 languages 
speaks 4 languages 
Mean for 
Various 
Responses 
2.6075 
2.6524 
2.5330 
2.6248 
2.6236 
2.6340 
2.6208 
2.6227 
2.6980 
0 
1: Ratio 
1.294 
not sig 
.2650 
not sig 
.2572 
not sig 
Table 12 (continued) 
Question and Responses 
Lived at least one year 
in another state 
yes 
no 
Length of stay at their 
present school 
less than 2 yrs 
2-4 yrs 
5-10 yrs 
more than 10 yrs 
Undergraduate education experience 
same state as HS 
same state as HS and work 
different from HS 
different from HS and College 
Undergraduate degree area 
Social Studies 
Mathematics 
Science 
English 
Foreign Language 
Schools multicultural program is 
nonexistent 
inadequate 
adequate and improving 
comprehensive 
Principal's involvement in 
multicultural program 
highly involved 
involved 
aware but uninvolved 
not involved or aware 
School climate toward diversity 
celebrates and embraces 
tolerant 
struggles with 
not aware of 
Racial/ethnic category 
European/European-American 
African/African-American 
Asian/Asian-American 
Latin American 
Mean for 
Various 
Responses 
2.6603 
2.5390 
2.6057 
2.6356 
2.6216 
0 
2.6409 
2.5187 
2.5665 
2.6851 
2.6485 
2.6006 
2.7210 
2.7450 
2.6890 
2.5650 
2.5799 
2.7113 
2.7305 
2.6790 
2.61.31. 
2.6037 
2.5875 
2.6689 
2.5955 
2.5650 
2.5000 
2.6569 
2.5395 
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.r Ratio 
1.3. 3701 
.2474 
not sig 
.661.5 
not sig 
.891.1. 
not sig 
2.684 
not sig 
6. 22008 
A review of Table 12 reveals seven demographic 
variables where the difference in the student means 
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revealed by their principal's answer to the independent 
variable were not statistically significant. However, 
even with these variables that were not statistically 
significant there is a pattern of students scoring lower 
at one end and higher at the other end. With the 
principal's gender was significant. Just like their 
students the principals' reflected that female principals' 
student scores (2.6524) were more sensitive than the male 
principals' student scores (2.6075). Age and was not 
statistically significant, however, a pattern could 
clearly be seen with the younger principals' student 
scores being lower (2.5330) and the older principals' 
scores being higher (2.6340). This also followed the same 
pattern as students with the immature ninth graders 
scoring lower than the more mature and experienced twelfth 
graders. Question #92 asked for information regarding the 
multiple lingual ability of the principals. Again a 
similar pattern existed displaying lower students scores 
for monolingual principals (2.6208) versus multilingual 
principal student scores at (2.6980). A pattern was also 
evident in length of stay of the principal. The students 
of principals who had been at their schools less than two 
years scored lower than those who had been at their 
schools longer than two years. Students whose principals 
majored in mathematics scored lowest, while those whose 
principals majored in English scored highest surprising 
above the social studies majors who should have had more 
undergraduate exposure to intercultural training and 
awareness. 
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The responses were deemed statistically 
significant, and a pattern was established. Those with 
the least variety of experiences, their undergraduate 
education was completed in the same state they went to 
high school and they are working, were lowest. In 
contrast the students of principals who did their 
undergraduate work in a different state from the one they 
went to high school and where they are currently working 
scored the highest. Question #93 was also statistically 
significant. It ask if the principal had lived in another 
state. Those who answered yes had students who scored 
significantly higher (2.6605) than those who answered no 
(2.5390). Question #97 was statistically significant. 
This variable ask the principal to assess the status of 
their school's multicultural program. The students of 
principals who thought there program was nonexistent score 
lowest at 2.5650, followed by the students of principals 
who considered their multicultural program inadequate at 
2.5799. The principals who thought there program to be 
adequate had student scores of 2.7113. Those principals 
who thought their multicultural program was comprehensive 
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and compelling had student scores of 2.7305. A 
significant difference is represented from the nonexistent 
program scores of 2.5650 to the comprehensive and 
compelling program scores of 2.7113. The principals were 
asked about their involvement with the multicultural 
program. The pattern was clear with principals who were 
unaware of their school's multicultural program having the 
lowest scoring students and principals actively involved 
in their school's multicultural program having the highest 
scoring students. The principals were asked for their 
perception of their school's climate in regards to 
diversity. The principals who were unaware of their 
school climate regarding diversity had the lowest scoring 
students at 2.5000. The principals who responded that 
their school climate celebrated and embraced diversity had 
the highest scoring students at 2.6689. The last question 
ask the principals to identify their racial/ethnic group. 
The results were statistically significant with the 
European/European-American principals students scoring 
higher than the African/African-American group scoring the 
lowest. Again the principals' responses were very near a 
mirror of student responses. 
From the above descriptions we can see clearly that 
principals who have had living experiences in more than 
one state, educational experiences outside their home 
state, have in place comprehensive and compelling 
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multicultural programs, and have established a school 
climate that celebrates and embraces diversity seem to 
have student bodys who are more interculturally sensitive. 
Principals who have lived in only one state, went to high 
school and college in the same state they are working, are 
not aware of their school's multicultural education 
program, and are not aware of their school's climate in 
regards to diversity seem to have student bodys who are 
much less interculturally sensitive. It also appears that 
students are more sensitive where the principal is 
actively involved in the school's multicultural 
educational program in contrast to schools where the 
principal is not involved or aware of the school's 
multicultural program. 
92 
CHAPTER V 
SUMMARY, CONCLUSIONS, AND RECOMMENDATIONS 
Summary 
In .the twenty-first century it will be important 
that students are educated in an interculturally sensitive 
way. It is, therefore, important that we look at schools 
and principals who appear to be making their school 
climates and students interculturally sensitive. 
This research study compared the intercultural 
sensitivity levels in International high school students 
and their principals with North carolina (American) high 
school students and their principals. The research 
employed over 5,000 respondents participating from 33 
different high schools in eight different countries with 
students from over 70 nations. To test the three 
hypotheses, surveys were given in 18 international high 
schools in East Asia and in 15 public high schools in 
North carolina, USA. The survey was administered 
carefully to an appropriate size random sampling of each 
school's student population and to the principal of each 
school. The total student and principal group surveyed 
total more than 5,000 respondents. The data were gathered 
from principals and students in the EARCOS (East Asia 
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Regional Council of Overseas Schools) schools of East Asia 
and from all the high schools of Guilford County, North 
Carolina, except the high school (Grimsley High School) at 
which the researcher was principal. Data were also 
gathered from two high schools in Rockingham County, North 
carolina. 
This research tested three major null hypotheses. 
The null hypotheses were: 
1. There is no statistically significant 
relationship between the scores of 
intercultural sensitivity levels of principals 
and those of their students. 
2. There is no statistically significant 
difference between the mean scores of 
intercultural sensitivity of American public 
high school principals and the mean scores of 
international high school principals. 
3. There is no statistically significant 
differencebetween the mean scores of 
intercultural sensitivity of American public 
high school students and the mean scores of 
international high school students. 
All three major null hypotheses were rejected. 
There was found a statistically significant relationship 
between the scores of principals and their students. 
There was a statistically significant difference between 
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the scores of International principals and the North 
American principals. There was a statistically 
significant difference between the scores of international 
students and the North American public high school 
students. 
The intercultural sensitivity and three hypotheses 
were measured by using the culture Shock Inventory 
(Reddin, 1981, 2nd ed., 1975). In addition, demographic 
information questions and perception questions were 
attached to the instrument at the end. Students responded 
to demographic questions 80 through 87. The CUlture Shock 
Instrument consists of eight sub-scales which were 
examined and analyzed both in the review of literature to 
support their connection, appropriateness, and relevance 
with intercultural awareness and training and also looked 
at the student and principal responses to explain 
correlation of scores and variance in scores. The eight 
subscale areas were: lack of western ethnocentrism, 
experience, interpersonal sensitivity, cognitive 
flexibility, behavioral flexibility, cultural knowledge-
general, cultural knowledge-specific, and cultural 
behavior-general. The research examined responses through 
the subgroups consisting of International/American and 
student/principal. 
Also, in attempt to better understand the 
correlation of scores and the variance in responses, 
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certain independent variables were employed on the 
students and principals including gender, age, 
bilingualism, ethnicity, length of stay at school, and 
educational background, perceptions of schools' 
multicultural education program, perceptions of 
principals' involvement in schools' multicultural 
education program, and principals' assessment of schools' 
climate in regards to diversity. 
The student and principal responses were analyzed 
by using appropriate statistical measures including the 
Spearman Rank Correlation procedure for testing 
correlation of rank scores, finding critical ~ test values 
for testing the significant differences in principal 
scores, and finding critical ~ values using a one-way 
analysis of variance to find significant differences in 
student scores. 
To understand the difference two approaches were 
employed. A one-way analysis of variance on student 
scores on the subscales revealed statistically significant 
differences on subscale scores between American students 
and International students on seven of the eight 
subscales. The International students scored higher on 
all eight of the subscales, even on cultural knowledge-
specific the one where there was not a statistically 
significant difference. The subscale of experience 
explained the greatest amount of variance in scores. The 
96 
subscales of cognitive flexibility, interpersonal skills, 
and cultural knowledge in general also exhibited some 
variance. The students scored almost amazingly the same 
score in the cultural knowledge-specific subscale. In 
general, the international students appear to be better 
equipped in dealing with intercultural interaction, but 
they are no more knowledgeable about specific cultural 
knowledge than their counterparts in North America. 
Further t tests analysis of the principals' scores 
revealed that on five of the eight subscales a 
statistically significant difference was present between 
the mean scores of the International principals and the 
North American principals. Those five subscales were 
western ethnocentrism, experience, interpersonal 
sensitivity, cultural knowledge-general, and cultural 
behavior-general. The principals had much greater 
differences in their scores than the differences between 
the two student groups. The International principals 
scored higher than their students and shockingly the North 
American principals scored lower than their students. 
As a result of the strong correlation between the 
school rank of student scores and the rank of principal 
scores further analysis was done looking at the impact of 
the principal's characteristics and perceptions in 
relation to their students scale scores. 
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The results revealed that North American students, 
in general, were more sensitive if they W3re female, 
upperclassmen, bilingual, felt their school had an active 
multicultural program, felt their principal was involved 
in that program, were taking higher level academic course 
work and were Asian-American. 
In general, the International students were more 
sensitive if they were upperclassmen, multilingual, felt 
their school had an active multicultural program, felt 
their principal was involved in that program, were taking 
higher level academic courses and were European-American. 
Both students group were strikingly consistently 
low in sensitivity levels when there was no awareness of a 
school multicultural program and the principal was unaware 
or uninvolved in the school's multicultural program. 
The variables revealed that students whose 
principals have living experiences in more than one state, 
educational experience outside their home state, have in 
place a comprehensive and compelling multicultural 
program, and have established a school climate that 
celebrates and embraces diversity have students who are 
more intercultural sensitivity. It also appears that 
students are more sensitive where the principal is 
actively involved in the school's multicultural program in 
contrast to schools where the principal is not involved or 
aware of the school's multicultural program. 
Conclusions 
All of the findings of this study are based upon 
the analyses of data from the culture Shock Inventory 
(Reddin, 1981, 2nd ed., 1975) related to the perceived 
intercultural sensitivity levels of selected high school 
students and principals selected International high 
schools in East Asia and selected American public high 
schools in North Carolina. From the findings of this 
study, one could conclude that: 
1. There is a statistically significant 
relationship between the intercultural 
sensitivity levels of high school principals 
and there students. 
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2. There is a statistically significant difference 
between the intercultural sensitivity levels of 
International high school principals and 
American public high school principals. 
3. There is a statistically significant difference 
between the intercultural sensitivity levels of 
International high school students and American 
public high school students. 
4. The International high school students scored 
higher than their American public school 
student counterparts on seven of the eight 
subscales of the Culture Shock Inventory. 
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5. The International high school principals scored 
higher than their American public school 
principal counterparts on all eight subscales 
of the CUlture Shock Inventory. 
6. The subscale of Experience demonstrated the 
greatest difference in mean scores between the 
International students and the American 
students. 
7. There was a greater difference between the mean 
scores of the International principals and the 
American principals than between the 
International students and the American 
students. 
a. The International principals had a higher level 
of intercultural sensitivity than their 
students. 
9. The American school principals had a lower 
level of intercultural sensitivity than their 
students. 
10. There was a greater difference between the mean 
scores of International principals and American 
school principals than the difference between 
the International school students and the 
American school students. 
11. Both student groups were strikingly 
consistently low in sensitivity levels when 
there was no awareness of a school 
multicultural program and the principal was 
unaware or uninvolved in the school's 
multicultural program. 
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13. students whose principals have living 
experiences in more than one state, educational 
experience outside their home state, have in 
place a comprehensive and compelling 
multicultural program, and have established a 
school climate that celebrates and embraces 
diversity have students who are more 
intercultural sensitivity. 
14. Students are more sensitive where the principal 
is actively involved in the school's 
multicultural program in contrast to schools 
where the principal is not involved or aware of 
the school's multicultural program. 
Recommendations 
Based upon the research and the conclusions of this 
study, the following recommendations are made: 
1. Further research should be conducted with the 
CUlture Shock Inventory and similar instruments 
to expand the amount of objective data in the 
field of intercultural sensitivity levels in 
students, principals, and other school employees. 
2. Further research should be conducted to 
determine the specific nature of influence a 
principal has on school climate and 
particularly on intercultural relationships 
within the school community. 
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4. Further research should be conducted to better 
understand what shapes and influences 
differences in intercultural sensitivity levels 
in students and school employees. 
5. Further research should be conducted to 
determine more effective ways of teaching high 
school students to be more interculturally 
sensitive in the light of these findings. 
6. Further research should be conducted to 
determine more effective ways of training 
principals and other school employees in 
intercultural sensitivity. 
7. Further research should be conducted jointly by 
the members of the academic community of 
multicultural education and intercultural 
training. 
8. Further research should be conducted to 
understand the role of personal 
characteristics, experiences, and perceptions 
of the principal on student levels of 
intercultural sensitivity. 
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CULTURE SHOCK INVENTORY 
50 (B) 
[[]Tt I I I II . I I I I I I I I I II I I I · I I I 
Conrlcbt 11. J. Reddla. 1970, 1971, 1911. 1991, 1994 
117 
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CULTURE SHOCK INVENTORY 
The Culture Shock Inventory is an 80 question acree-disaaree test desianed to 
acquaint those who expect to work outside their own culture with s~e of the thinas 
that MY set thu into trouble. Culture shock is a psycholoaical disorientation caused 
by aisunderstandlna. or not understandin&, cues fr~ another culture. It arises frot1 
such thinas as lack of knowledae, liaited prior experience, and personal riaidity. 
INSTRUCTIONS FOR ANSWERING 
Read each state111ent and indicate your answer by circlina either "Asree" or "Disaaree". 
50 (8) 
CoP7rlcht 1. J. Reddin, 1970, 1971, 1911, 1991, 1994 Oe"elaped by V. J. Reddin. ft. J. Rowell 
3 
CULTURE SHOCK XNVENTORY 
1. A areat .any countries would not benefit from increased indus-
trialization. 
2. People fr011 other countries are often Invited in our h011e. 
3. aa never called opinionated. 
4. have done SOliS very unusual thinas that have chanaed ~ llfa. 
s. Allerica is thouaht to be less class conscious than Britain. 
6. No lanauaaes are inferior to other lan&t14&es. 
7. People in lesser developed countries do not behave in unnatural 
ways. 
8. The way a person stands can tell you s011ethina about that person 
as a person. 
9. ttany countries do not want or need industrial prosress. 
10. As an adult, I have had at least one very close friend fr011 
another country. 
II. I frequently chanae my opinion. 
12. nost people would say l'a easy soin&. 
13. Geraans are believed to fora an join clubs aore than people 
from aost other countries. 
14. No races are born intellectually superior to other races. 
15. Work and play are not clearly different. 
16. A smile does not always Indicate pleasure. 
17. If lesser developed countries re~~~~lned just as they are now they 
would not be too badly off. 
18. I have worked for aore than three years in a country other than 
117 own. 
19. It Is always best to be coapletely open-ainded and willlna to 
chanae one's opinion. 
20. I would like to ch&naa. 
21. Superstition Is said to play a laraar ~t in life in Ireland 
than in many other countries. 
22. Countries havins no systea of courts can still provide adequate 
justice for their people. 
23. All cere110nies have practical value. 
24. Different people can coaaunicate similar feelinas in quite 
different ways. 
25. In a areat aany ways, people in lesser developed countries have 
a better life than those in industrialized countries. 
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Aaree Disaaree 
Aaree Dlsaaree 
Asree Disaaree 
Aaree Dlsaaree 
Aaree Dlsaaree 
Asree Disaaree 
Asree Dlsaaree 
Aaree Disasree 
Asree Disaaree 
A&ree Disaaree 
As rea Disaaree 
A area Disa&ree 
Asree Disaaree 
A&ree Disaaree 
Asree Disaaree 
Asree Disasree 
Asree Dlsaaree 
Asree Dlsasree 
A area Dlsa&t'99 
Aar•• Disaarea 
Aaree Dlsaaree 
Asree Disasree 
Asree Disasree 
Aaree Disasree 
Asree Disasree 
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26. l have traveled for a total of at least six •onths in one or •ore 
countries other than the one I was born ln. A&ree Dlsaaree 
27. There is never only one riaht answer to questions lnvolvin& 
people. Aaree Dlsaaree 
28. I a. involved in several quite different kinds of social sroups. Asree Disaaree 
29. In France, art and literature are thouaht to be valued .are than 
in .ast other countries. Aaree Disaaree 
30. Raliaious beliefs .ay hinder a country froa advanclna 
econoalcally. Aaree Disaaree 
31. Gracious unners in one country MY be poor IIIIIUJers in another. Aaree Disaaree 
32. Statina a point loudly and frequently is a poor way of sainina 
acceptance for it. A&ree Disasree 
33. The averase level of eorality, if different at all, is probably 
hlsher In less developed countries. Aaree Dlsaaree 
34. I have taken a course in anthropolosy or read at least three 
professional books about other cultures. Aaree Disaaree 
35. Listenin& to every idea presented is always a aood policy. A&ree Disasree 
36. 1 often experi~~ent with new ~~ethods of doina thinas. Asree Disasree 
37. North Allericans and Latin Allericans think differently about tl11e. A&ree Disasree 
38. People in less econo11ically developed countries usually have well 
developed social custoas. Asree Disasre& 
39. Weeplna has quite different meaninas in different cultures. A&ree Disasree 
40. A person's facial expression can chanae the eeanin& of the words 
spoken. A&ree Disasree 
41. Econ011ic prosress is by no •eans the •ost important •easure of a 
country's advanc911ent. A&ree Disaaree 
42. I can converse easily in at least one lansuase other than •Y own. A&ree Disasree 
43. l someti11es chanse ay opinion even if I 1111 not certain I 411 risht 
in doin& so. Agree Disaaree 
44. I 1111 very different now fro. two years aso. A&ree Disaaree 
45. Hale friends ln North ~rica touch each other less than .ale 
friends in Latin America. Aaree Disaaree 
46. A country's aeoaraphlcal position influences the way of life of 
its people. A&ree Disaaree 
47. No custom is stranse to the people who practice it. Asree Disaaree 
48. People often communicate without realizins it. Asree Disa&ree 
49. Lesser developed countries do not owe it to the world to strive 
to become ~re industrialized. Aaree Disa&r 
50. l can .ake sense out of a daily newspaper in at least two 
lansuaaes other than my own. A&ree Disaaree 
51. There are usually more sood reasons for chanae than asainst it. Asree Disasree 
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52. I seldo.a confora unless I have to. Aaree Disa&ree 
53. In norul conversation North Allericans stand further apart than 
Latin A.ericans. Aaree Disasree 
54. In sa.e countries only a little s~thy is felt for a sick 
faaily •etaber. A&ree Disasree 
55. No country is 110re boorish or vulaar than another. Asree Disasree 
56. Even sliaht aestures can HAD and convey just as web as AnY 
words. A&ree Disaaree 
57. Industrialization has as llaJIY bad points as &ood ones. A&ree Disaaree 
58. I ao out of ~ way to taUt with people fro.a other countries. Aaree Dlsaaree 
59. In ~st casas ri1ht and wrona are hard to diattnauiah. Acree Dtsaaree 
60. I often do thinas on the spur of the 110•ent. Aaree Disaaree 
61. Australians see theaselves as individuals. A&ree Disaaree 
62. There is no such thinas as a bad s•ell which all nationalities 
would aaree on. Aaree Disagree 
63. Patterns of everyday courtesies are coarplex in all countries. A&ree Di~sree 
64. Clothes reflect personality. Aaree Disasree 
65. flany lesser developed countries reject de110cracy as it is 
clearly unsuitable to their needs at the ~ent. A&ree Disasree 
66. I have visited at least one other country at least six times. Aaree Disasree 
67. I do not have uny tina beliefs. A&ree Disasree 
68. I don't usually plan too well before actina. A&ree Disaaree 
69. Reli&ion is 110re important In Bunl!l than in 110st countries. Agree Dlsasree 
70. It is difficult to learn the way of life of the people in another 
country. A&ree Disasree 
71. Witch doctors usually help the sick. Asree Disaaree 
72. Gazins around while listening probably indicates disinterest in 
what is beina said. A&ree Disasree 
73. Income has little relationship to the quality of one's life. Agree Disasree 
74. I have worked with people from at least two countries other than 
the one I was born in. A&ree Disasree 
75. Other people very often have better ideas than I do. A&ree Disasree 
76. I often do thinas differently after heacin& the sugsestions of 
others. Asree Disagree 
77. People in America are on a first name basts •ore quickly than 
people of 110st other countries. Aaree Disasree 
78. Climate affects customs and economic develo~ent. Aaree Disagree 
79. Harkin& or scacrina the body nearly always serves a practical 
purpose in countries where it is practised. Aaree Disagree 
80. The method of shakin& hands reflects personality. Aaree Disagree 
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IIQV TO CAI.gJI.ATE YOUR SCOR£ 
If you answered an I te11 as "Aaree" and It Is listed below In one of the elaht factors 
A-H, then circle that m111ber and add the n•ber of "Aaree" responses In the appropriate 
factor col1111n. If you answered an tte11 as "Disaaree" tben add tbe total n1111ber of 
"Disasree" responses and transfer that ..aunt to the "I" Factor coliiiiR. Then total the 
nine factor colu.ns. The nine totals should add toaether to be 80. 
9 17 25 33 41 49 57 65 73 
~ 
Factor A - Lack of Western Ethnocentrts• 
I 
The dearee to which the western value systea Is seen as inappro-
priate for other parts of the world. 
2 10 18 26 34 42 50 58 66 74 
Factor B - Experience 
The dearee of direct experience with people from other countries 
throuah workina, travellina and conversina. and also learned skills 
such as readina and speaklna forelan lansuases. 
1 3 II 19 27 35 43 51 59 67 75 
Factor C - Co&nitive Flex 
The dearee of openness to new Ideas and beliefs and the dearee to 
which these are accepted by the individual. 
4 12 20 28 36 44 52 60 68 76 
Factor D - Behavioral Flex 
The dearee to which one's own behavior Is open to chanae • 
5 13 . 21 29 37 45 53 61 69 77 
Factor E - cultural Knowledse-Speciflc 
The dearee of awareness and understandlns of various beliefs and 
patterns of behavior in specific other cultures. 
6 14 22 30 38 46 54 62 70 78 
Factor F - Cultural lnowledae-General 
The desree of awareness and understand ins of various bel lets and 
patterns of behavior In specific other cultures. 
7 IS 23 31 39 47 55 63 71 79 
Factor G - CUltural Behavior-General 
The desree of awareness and understandins of patterns of behavior 
observed In people. 
8 16 24 32 40 48 56 64 72 80 
Factor H - Interpersonal Sensitivity 
The dearee of awareness and understandin& of verbal and non-verbal 
hUIIIln behavior. 
Factor X - TOTAL DISAGREE RESPONSE 
Total of Factor ColUIIIIS _!!2... 
7 
!fOJ( DO YOU cortPARt: Wlm OTIIEBS? 
To c011pare yourself with other unaaers use the table below. This test is based on 
international norws of 648 predDIIinantly North American unaaers. Locate the raw score 
in the body of the tabla and read at top of the colllllft to find the cataaory. 
Very Low Low Averaae Blah Very Hish 
VL L ttE R VH 
A. Lack of Western 
Ethnocentris• o-3 4-5 6 7 8-10 
B. Experience D-2 3 4 5-6 7-10 
c. Cosnitive Flex o-4 5 6 7 8-10 
D. Behavioral Flex D-3 4-5 6 7 8-10 
E. Cultural Knowledse-
Specific D-3 4-5 6 7-8 9-10 
F. Cultural Knowledae-
General o-s 6 7 8 9-10 
G. Cultural Behavior-
General Q-4 5 6 7 8-10 
II. Interpersonal 
Sensi tl vity o-6 7 8 9 10 
!!HAI IS BEI!!!l HEASUBEIU 
The eisht scales tests for western ethnocentris. (the belief that the West's way is 
senerally best), cross cultural experience, coanltive flex, behavioral flex, cultural 
knowled&e specific, cultural knowledae seneral, custoas acceptance, and interpersonal 
sensitivity. 
A. Lack of Western Ethnocentrisa 
"A areat uny countries would not benefit fr011 increased industrialization." 
B. Expert ence 
"People fr0111 other countries are often invited in our h011e." 
C. Cosnitive Flex 
"I •• never called opinionated." 
D. Behavioral Flex 
"I have done so•e very unusual thinss that have chan&ed lilY life." 
E. Cultural Knowledse - Specific 
"America is thousht to be less class conscious than Britain." 
F. Cultural Knowledae - General 
"No lanauaaes are inferior to other lanauases." 
G. Cultural Knowledae - Behavior 
"Work and play are not clearly different." 
11. Interpersonal Sensitivity 
"The way a person stands can tell you s011ethina about that person." 
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APPENDIX B 
MODIFIED INSTRUMENT AND WESTERN DEMOGRAPHIC 
QUESTIONS FOR PRINCIPALS AND STUDENTS 
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Tom Penland 
File: E:IPEN3V'ENLAND.MS3 
Created: 2120/96 
Modlfted: 6121/!l6 
Form: 19543 
SFWspp: 603 
IIams: 98 
Demographic Field 
IDNumber 
SIP 
All 
Sc:U 
llem Tell 
12:35:22PM 
12:01:30AM 
Slart 
Response 
2 
3 
End 
10 
2 
<4 
Min 
0 
0 
0 
0 
Max 
9999999999 
9999999999 
9999999999 
9999999999 
Weight 
A great many countries would nol benefit lrom Increased lnduslrlallzatlon. 
A Strongly Disagree 
B Disagree 2 
c Agree 3 
0 Strongly Agree <4 
2 People from olher counlrles sre often lnvtlecllnlo our home. 
A Strongly Disagree 
B Disagree 2 
c A;rn 3 
0 Strongly Agree <4 
3 I am never called opinionated. 
A Strongly Disagree 
B Disagree 2 
Edll 
No 
Yes 
Yes 
Yes 
Valence 
Negative 
Negative 
Positive 
Positive 
Negative 
Negative 
Positive 
Posftlve 
Negative 
Negative 
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c Agree 3 Posftlve 
D Slrongty Agree 4 PosiUve 
I have done some very unusuallhklgs lhal have changed my life. 
A Strongly Disagree Negative 
B Disagree 2 Negative 
c Agree 3 Positive 
D Strongly Agree 4 Positive 
5 America Is lhoughllo be less class conscious than Brilaln. 
A SIJOngly Disagree Negative 
B Disagree 2 Negative 
c Agree 3 Poalllve 
D Slrongly Agree 4 Positive 
6 No languages are Inferior to other languages. 
A Strongly Dllegree Negative 
B Disagree 2 Negadve 
c Agree 3 PosiUve 
D Strongly Agree 4 Positive 
7 People In lesser developed counlrles do not behave In unnatural ways. 
A Slrongly Disagree Negative 
B Disagree 2 Negadve 
c Agree 3 Positive 
D Strongly Agree 4 Positive 
8 The way a per110n stands can tel you something about him as a person. 
A Strongly Disagree Negative 
B Disagree 2 Negallve 
c Agree 3 Positive 
D Strongly Agree 4 Positive 
II Many countries do not want or need lndualrlal progren. 
A Strongly Disagree Negallve 
B Dllagree 2 Negadve 
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c Agree 3 Posftlve 
D Slrongly Agree 4 Positive 
10 As an adolescent or adult. I have had at least one very close friend from anolher counlly. 
A Strongly Disagree Negative 
B Disagree 2 Negative 
c Agree 3 Positive 
D SIIOngly Agree 4 Positive 
11 I l'requently change my opinion. 
A Strongly Disagree Negative 
B Disagree 2 Negative 
c Agree 3 Positive 
D SIIOngly Agree 4 Positive 
12 Most people would say I'm easy going. 
A Strongly Disagree Negative 
B Disagree 2 Negative 
c Agree 3 Poaltlva 
0 Strongly Agree 4 Positive 
13 Germans are believed 1o rorm and join clubs more lhan ~e l'rom most olher countries. 
A Strongly Disagree Negative 
B Disagree 2 Negative 
c Agree 3 Positive 
D Strongly Agree 4 Posllive 
14 No races are born lnleDectually super1or lo other r.aces. 
A Strongly Disagree Negative 
B Disagree 2 Negative 
c Agtee 3 Poslllve 
D Strongly Agree 4 Positive 
15 Work and play are not clearly dlfrerenl 
A Strongly Disagree Negative 
B Disagree 2 Negative 
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c Agree 3 Paslllve 
D Slrcngly Agree 4 POSitive 
16 A smile does not always Indicate pleasure. 
A Strongly Disagree Negative 
8 Disagree 2 Negative 
c Agree 3 Positive 
D Strongly Agree .. Positive 
17 If lesser developed countries remained Just u lhey are I'IOVf lhey would not be lao badly olf. 
A Strongly Disagree Negative 
e Disagree 2 Negative 
c Agree 3 PosltiYe 
D Slrangly Agree .. Positive 
18 I have Dved or worked for morelhan three yeara In a counlry olher lhan my own. 
A Strongly Disagree Negative 
B Disagree 2 Negative 
c Agree 3 Positive 
D Slrangly Agree 4 Positive 
19 It Is always best lo be completely open-minded and wtiRng lo change one's opinion. 
A Strongly Disagree Negative 
B Disagree 2 Negative 
c Agree 3 Positive 
D Slrongly Agree 4 Posltlve 
20 I would like Ia Change. 
A Strongly Disagree Negative 
B Disagree 2 Nagallve 
c Agree 3 Positive 
D SlrOngly Agree 4 Positive 
21 Superstlllon Is said lo play a larger part In lhe lfe of Ireland lhan In many counlrles. 
A SlrOngly Disagree Negative 
B Disagree 2 Negative 
C Agree 
D Straagly Agree 
3 
4 
Poalllve 
Poslllve 
22 Countries which have no system of courts can sill provide adequate JusUce for lhelr people. 
A Strongly Disagree Negative 
B Disagree 2 Negative 
c Agree 3 Positive 
D Strongly Agree 4 Positive 
23 AD ceremonies have practical value. 
A Strongly Disagree Negative 
B Disagree 2 Negative 
c Agree 3 Positive 
D Slrangly Agree 4 Positive 
24 DIHerenl people can convnunlcata similar fftlnv• In qutla different wav--
A Strongly Dlaagrae Negallva 
B Disagree 2 Negative 
c Agree 3 Positive 
0 Strongly Agree .c Positive 
25 In a great many ways. people In lesser developed countries have a better way of Hfe lhan lhasa In 
Industrialized countries. 
A Strongly Disagree 
B Disagree 
C Agree 
0 Strongly Agree 
2 
3 
.. 
Negallva 
Negallve 
Positive 
Positive 
26 I have traveled for a total of at least six rnonlhs In one or more counlrfes other lhan lhe one I was 
born ln. 
A Strongly Disagree 
B Disagree 
C Agree 
0 Strongly Agree 
27 There Is never only one rtghl answer Ia questions Involving people. 
A Strongly Disagree 
2 
3 
4 
Negative 
Negative 
Positive 
Positive 
Negative 
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B Disagree 2 Negative 
c Agree 3 Posftlve 
D Strongly Agree .. PosltNe 
28 I am Involved In several quite dllferent kklds of social groups. 
A Strongly Dlfagree Negallva 
B Disagree 2 Negative 
c Agree 3 Posillve 
0 Strongly Agree .. Poslllva 
29 In France, art and uteralunt are thought to be valued more than In most olher countries. 
A Slrongly Disagree Negallva 
B Disagree 2 Negative 
c Agree 3 Positive 
D Sllongly Agree .. Positive 
30 ReRglous beBefs may hinder a c:ounlry from advancing 81:0110111k:aty. 
A Strongly Olaagru Neg alive 
B Olsagtee 2 Neg alive 
c Agree 3 Positive 
D Slrongly Agree .. Positive 
31 Gracious manners fn one counlry may be poor manners In another. 
A Slrongly Disagree Negallve 
B Disagree 2 Negative 
c Agree 3 Posfllve 
0 Slrongly Agree .. Poslllve 
32 SlaUng a point loudly and frequently Is a poor way of gaining acceptance for ll 
A Slrongly Disagree Negallve 
B Disagree 2 Neg alive 
c Agree 3 Poslllve 
D Slrongly Agree .. Pos!Uve 
33 The average level or morality, If dllferent at aB, Is probably higher In less developed counlrles. 
A Slrongly Disagree Negallve 
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B Disagree 2 Negative 
c Agree 3 Poslllve 
D Strongly Agree 4 Posillve 
34 I have laken a course In anlhropology or read at least lhree professional books about olher 
aJIIures. 
A Slrongly Disagree NegaUve 
B Dfggrft 2 Negallva 
c Agree 3 Poslllve 
D Strongly Agree 4 Poslllve 
35 listening lo every Idea presenled Is always a good policy. 
A Strongly Disagree NegaUve 
B Disagree 2 NegaUve 
c Agree 3 Positive 
D Strongly Agree 4 Positive 
36 I often experiment with new melhods or doing lhlngs. 
A Strongly Disagree NegaUve 
B Disagree 2 Negallve 
c Agree 3 PosiUve 
D Slrongty Agree 4 Positive 
37 North Americans and lalln Americans lhlnk dllferenlly about Ume. 
A Slrongty Disagree NegaUve 
B Disagree 2 Negallve 
c Agree 3 PosiUve 
D Slrongty Agree 4 Positive 
38 People In less economically developed counlrles usually have well developed social aJSioms. 
A Strongly Disagree Negallve 
B Disagree 2 NegaUve 
c Agree 3 Posillve 
D Slrongfy Agree 4 Positive 
39 Weeping has qutte different meanings In different counlries. 
A Strongly Disagree Negallve 
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B Disagree 2 NegaUve 
c Agree 3 PosltMt 
D Strongly Agree 4 Positive 
40 A person's l'aclal expression can change lhe meaq or the wools spoken. 
A SlrDngty Disagree Negative 
8 Disagree 2 Negative 
c Agree 3 Poslllve 
D Slroagly Agree 4 Positive 
41 Econcxnlc progress Is by no means lhe most lrnpor1ant measure of a couolry's advancement 
A Strongly Disagree Negallve 
9 Disagree 2 Negallve 
c Agree 3 Poslllve 
D strongly Agree 4 Poslllve 
42 I can converse easily In at least one language olher lhan my own. 
A Slroagly Disagree Negalfve 
B Disagree 2 Negative 
c Agree 3 Positive 
D Slroagly Agree 4 Poslllve 
43 1 someUmes c:hsnge my oplnlco even lr I am not certain I am right In doing so. 
A Slrongty Disagree Negative 
9 Disagree 2 Negallve 
c Agree 3 Poslllve 
D Strongly Agree 4 Posfllve 
44 1 am very dilferent now rrom two years ago. 
A Slrongly Disagree Negallve 
9 Disagree 2 Negative 
c Agree 3 Positive 
D Slrongly Agree 4 PosHive 
45 Male friends In North America touch each olher less lhan male rrlends In latin America. 
A Slrongly Disagree Negative 
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B Disagree 2 Negallve 
c Agree 3 PosiUve 
D Strongly AGree 4 Poslllve 
46 A country's geographical poslllao lnlluences lhe way of ife of lis people. 
A Strongly Disagree Negallve 
B Oltagree 2 NegaiJve 
c Agree 3 PosiUve 
D Strongly Agree 4 Posllive 
47 No custom Is strange lo lhe people who pracllce It 
A Strongly Disagree Negallve 
B Disagree 2 Negallve 
c Agree 3 PosiUva 
D Strongly Agree 4 PosiUva 
48 People often communicate wtlhoul realizing 11. 
A Strongly Disagree Negallve 
B Disagree 2 Negallve 
c Agree 3 Poslllve 
D Strongly Agree 4 PosiUve 
49 Lesser developed countries do nol owe lllo lhe W0<1d lo slrlve 1o become more lnduslrfallzed. 
A Strongly Disagree Negallve 
B Disagree 2 Negallve 
c Agree 3 PostiJve 
D Strongly Agree 4 Posfllve 
50 I can make sense out of a dally newspaper In alleasl two languages olher lhan mv own. 
A Slrongl)' Disagree Negallve 
8 Disagree 2 Negallve 
c Agree 3 PosfUve 
D Slrongl)' Agree 4 Poslllve 
51 There are usually more good reasons for change lhan egatnslll. 
A Strongly Disagree Negallve 
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B Disagree 2 Negallve 
c Agree 3 Poslllve 
0 Strongly Agree 4 Positive 
52 I seldom conrcnn unless I have lo. 
A Slrongly Disagree Negalive 
B Disagree 2 Negative 
c Agree 3 Positive 
0 Strongly Agree 4 Poslllve 
53 In normal conversation NOflh Americans stand further apart than latin Americans. 
A Strongly Disagree NegaUve 
B Disagree 2 Negative 
c Agree 3 Posftlve 
D Strongly Agree .. Positive 
54 In some counlrles only e IWe sympathy Is rell lor • alck famly member. 
A Slrongly Disagree Negative 
B Disagree 2 Negallve 
c Agree 3 Positive 
0 Slrongly Agree 4 Positive 
55 No country Is more boorish or vulgar than another. 
A Strongly Disagree Negallve 
B Disagree 2 Negallve 
c Agree 3 Positive 
0 Slrongly Agree 4 Positive 
56 Even sUghl gestures can mean and canvey just as much as many wocds. 
A Slrongly Disagree Negative 
B Disagree 2 NegaUve 
c Agree 3 Positive 
D Strongly Agree 4 Posftlve 
57 Industrialization has as many bad points as good ones. 
A Slrongly Dlaagree Negative 
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B Disagree 2 NegaUve 
c Agree 3 Poslllve 
0 Strongly Agree 4 Posi!Ne 
58 I go out of my way lo lalk with people from olher counlriel. 
A Strongly Disagree Negallve 
B Disagree 2 Neg alive 
c Agree 3 Positive 
0 Slrongly Agree 4 PosiUve 
59 In most cases right and wrong are hard lo dlsllngulsh. 
A Slrongly DISagree NegaUve 
B Disagree 2 NegaUve 
c Agree 3 PosiUve 
0 Slrongly Agree .. Positive 
60 I often do lhlngs on lhe spur of lhe mornenl 
A SlronQiy Disagree Negallve 
B Disagree 2 Negallve 
c Agree 3 Poslllve 
0 Slrongly Agree 4 PosiUve 
61 Auslrallans see lhemselves as lndlvlduaBsts. 
A Slrongly Disagree Negallve 
B Disagree 2 Negative 
c Agree Positive 
D Slrongly Agree 4 Positive 
62 There Is no such thing u • bad 1me1 which all nallonalllles would agree on. 
A Slrongly Disagree Neg alive 
B Dlaagree 2 Negallve 
c Agree 3 Poslllve 
D Slrongly Agree 4 Poslllve 
63 Patterns of everyday courtesies are complex In aft countries. 
A Slrongly DISagree Negallve 
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8 Disagree 2 Negaltle 
c Agree 3 Paslllve 
0 Strongly Agree 4 Pasltlve 
Clolhes rellecl persooally. 
A Strongly Disagree NegaUve 
8 DIMgrH 2 Negauve 
c Agree 3 P0$111ve 
0 Strongly Agree 4 Positive 
65 Many lesser developed c:ountrles reject democracy as It Is clearly unsuftable to lhelr needs etlhe 
moment 
A Strongly Disagree Negallve 
8 otaagree 2 Negative 
c Agree Poslllve 
D Strongly Agree .. Positive 
66 I have vlslled one olher c:aunlry at least six Urnes. 
A Strongly Disagree Negative 
8 Disagree 2 Negative 
c Agree 3 Positive 
D Strongly Agree .. Posfllve 
67 I do not have many ftrm beBers. 
A Strongly Dlsagrea Negative 
8 Disagree 2 Negallv& 
c Agree 3 Posfllve 
D Strongly Agree .. Positive 
68 1 don"! usually plan too wei before acting. 
A Strongly Disagree Neg alive 
8 Disagree 2 Negative 
c Agree 3 Poslllv& 
D Strongly Agree 4 Poslllve 
69 Religion Is more Important in Myanamar than In most countries. 
A Strongly Disagree Negative 
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B Dlsaglee 2 Negative 
c Agree 3 Pasftlve 
0 Slrongly Agree · 4 PoslUve 
70 Ills cflflicultto learn lhe way or are or lhe people In anolher counlly. 
A Strongly Disagree Negative 
B Disagree 2 Negallve 
c Agree 3 Positive 
0 Strongly Agree 4 Pos!Uve 
71 'Mich doc:tors usually help lhe alck. 
A Strongly Disagree Negative 
B Disagree 2 Negative 
c Agree 3 Posftlve 
0 Strongly Agree 4 Positive 
72 Gazing around while Hslenlng probably Indicates disinterest In what Is being said. 
A Strongly Disagree Negallve 
B Disagree 2 Negative 
c Agree 3 Positive 
0 Strongly Agree 4 Positive 
73 Income has Utile relalfonshfp lo lhe quaRiy or ones fife. 
A Strongly Disagree Negative 
B Disagree 2 Negallve 
c Agree 3 Positive 
0 Strongly Agree 4 Positive 
74 I have worlced or studied closely wflh people from at least two countries other than lhe one I was 
born ln. 
A Strongly Disagree Negative 
B Disagree 2 Negallve 
c Agree 3 Positive 
0 Strongly Agree 4 Positive 
75 Other people very often haw beder Ideas than I do. 
A Strongly Disagree Negative 
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B Disagree 2 NegatiYe 
c Agree 3 Positive 
D Slrongly Agree 4 Poalllve 
76 I o"en do things dllferenUy a"er hearing lhe suggesllons of olhers. 
A Slrongty Disagree Negative 
B Disagree 2 NegatiYe 
c Agree 3 PoslUve 
D Strongly Agree 4 Positive 
77 People In America are on a first name basis mora quickly lhan people of most other counlrfes. 
A Strongly Disagree Negative 
B Disagree 2 Neg alive 
c Agree 3 PoaHive 
D Strongly Agree 4 PoaiUve 
78 cumare alfects c:ustoms and ec:onomJc developmenl 
A Strongly Disagree Negative 
B Disagree 2 Negallve 
c Agree 3 PosHive 
D Slrongly Agree 4 PosiUve 
79 Marking or acarrlng lhe body nearly always aentes a prac:llcal purpose In counlrles where Ills 
prac:Uced. 
A Strongly Disagree Negative 
8 Disagree 2 Negaliva 
c Agree 3 Poslliva 
D Strongly Agree 4 PosHive 
80 The method of shaldng hands relleds personalty. 
A Strongly Disagree NagatiYe 
B Dlsagrn 2 Nagallve 
c Agree 3 PosHive 
0 Slrongly Agree 4 Positive 
81 Gander classillc:allon: (e) Male (b) Female 
A Male Neutral 
8 Female 
82 Grade level: (al 09 (bi1D (c)11 (dl12 
A 91h 
8 10th 
c 111h 
D 121h 
2 
2 
3 
Neu1ral 
Neutral 
Neutral 
Nellhl 
Neutral 
83 I speak lluenlly: (a) one language only (bl two languages (c) line languages (d) more lhan lhree 
languages 
A A Neutral 
8 B 2 Neutral 
c c 3 Neutral 
D D .. Neu1ral 
84 I feellhal our nMtlcultural educallon program at our school: (a) does not exist (b)ls not 
compJehenslve or elfec:llve (ells marginally comprehenSive and elfecllve (dlls excellent 
A A Neutral 
B B 2 Neutral 
c c 3 Neutral 
D D 4 Neutral 
85 I feel that our principal Is: (a I not aware of mulllcultural education (blls aware. but nollnvolved In 
mulllcullural education (c) Is aware and somewhat Involved In mulllc:utlural educallon. (d) Is very 
aware end llclh!ely a IChoolleeder In multicultural education. 
A A 
B B 
c c 
D D 
2 
3 
4 
Neutral 
Neutral 
Neulral 
Neutral 
86 I am currenlly taking lhelollowlng highest academic level class: (a) slandatdlfunclamenlal (bl 
Co8ege Preparalory (c) Honors (d) AP or 18 
A A 
B B 
c c 
D 0 
2 
3 
4 
87 I am ldenUIIed raclallyfelhnlcally a1: (e) Europeanteuro-AmertcaniCaueaslani'MIIte (bl 
Afrk:aniAfrican-Arnerlcan (c) AllsniAitan-Amer1can (d)laUn AmericanfHIIpanlc (el Olher 
Neutral 
Neutral 
Neutral 
Neutral 
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A A Negative 
B B 2 Negative 
c c 3 Neutral 
0 0 4 Posillve 
E E 5 Positive 
90 My gender classlllcallon Is: (a) Male (b) Female 
A Male Neutral 
B Female 2 Neulr8f 
91 My age Is: (a) below 30 (b) 30 - 40 (c) 40 -50 (d) aver 50 
A A Neutral 
B B 2 Neutral 
c c 3 Neutral 
0 0 4 Neutral 
92 1 apeak nuenlly: (a) one language (b) two languages (c) lhree languages (d) rour language• 
A A Neutral 
B B 2 Neutral 
c c 3 Neutral 
0 0 4 Neutral 
93 I have lived lor alleast 1 year In anolher state: (a) YES (b) NO 
A Yes Posillve 
B No 2 Negative 
94 I have been prfndpal at lhls school for: (a)less lhan two years (b)2-4 years (c) 5-1 o years (d) 
more !han 10 years 
A A Neutral 
B B 2 Neutral 
c c 3 Neutral 
0 0 4 Neutral 
95 1 did my undergraduate educallon In: (a) lha same 11ata where I went 10 high school (b) lha ume 
alate where I went to high school and I M1 cunenlly wocklng (c) lha 111me llala where I .m 
currenlly WOfldng, but not where I went 10 high school (d) • different state lrom whflfe I went to high 
SChool and did my undergraduate work. 
A A Neutral 
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B B 
c c 
0 D 
2 
3 
4 
Neutral 
Neutral 
Neutral 
96 In my undergraduate WOJk I majored In: (a)Sodal SIUdles (bl Mathematics (c) Sc:lence (d) English 
(e) Foreign language (I) olher 
A A Negallve 
B B 2 Negative 
c c 3 Neutral 
0 0 4 Poslllve 
E E 5 Positive 
97 1 reellhat our muftlcullurat education program ror slaff and aludents Is: (a) non-existent {b) 
Inadequate (c) adequate and Improving (d) cornptehenslve lind compelling 
A A Neutral 
B B 2 Neutral 
c c 3 Neutral 
0 0 4 Neutral 
98 I am : (a) highly kwolved In mutllcullural education at my school (bllnvolved In rnulllcufturaJ 
education at my SChool (c) not Involved, but aware of muftlcultural educ:allon at my SChOol (d) not 
Involved, or aware of rormal muttk:ullural education efforts at my school 
A A 
B B 
c c 
0 0 
2 
3 
4 
Neutral 
Neutral 
Neutral 
Neutral 
99 I reerlhat our school cllmale: (a) celebrates and embraclls cultural diversity (b) tolerates CUltural 
dlverslly (c) has great struggles with cuftural diversity (d) not aware of school climate In this area 
A A 
B B 
c c 
0 D 
2 
3 
4 
Neutral 
Neutral 
Neutral 
Neutral 
100 ElhnlcallyiRadaUy I am ldenUIIed u: (a) European/Euro-AmertcaniCaucaslan {b) AtrlcaniAfrlcan-
Amerlcan (c) Asian/Asian-American (d) laUn Amerfcan/Hispanlc (e) Other 
A A 
B B 
c c 
2 
3 
Negative 
Negative 
Neutral 
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APPENDIX C 
INSTRUMENT BY SCALES 
1.41. 
CULTURE SHOCK INVENTORY 
GROUPED BY SCALES 
SCALE A - LACK OF WESTERN ETHNOCENTRISM - The degree to which the 
western value system is seen as possibly inappropriate for other 
parts of the world. 
1. A great many countries would not benefit from increased 
industrialization. 
9. Hany countries do not want or need industrial progress. 
17. If lesser developed countries remained just as they are now 
they would not be too badly off. 2. People from other 
countries are often invited in our home. 
25. In a great many ways, people in lesser developed countries 
have a better way of life than those in industrialized 
countries. 
33. The average level of morality, if different at all, is 
probably higher in less developed countries. 
41. Economic progress is by no means the most important measure 
country's advancement. 
49. Lesser developed countries do not owe it to the world to 
strive to become more industrialized. 
57. Industrialization has as many bad points as good ones. 
65. Many lesser developed countries reject democracy as it is 
clearly unsuitable to their needs at the moment. 
73. Income has little relationship to the quality of ones life. 
SCALE B - EXPERIENCE - The degree of direct experience with 
people from other countries through working, travelling and 
conversing, and also learned skills such as reading and speaking 
foreign languages. 
2. People from other countries are often invited in our home. 
10. As an adolescent or adult, I have had at least one very close 
friend from another country. 
18. I have lived or worked for more than three years in a country 
other than my own. 
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26. I have traveled for a total of at least six months in one or 
more countries other than the one I was born in. 
34. I have taken a course in anthropology or read at least three 
professional books about other cultures. 
42. I can converse easily in at least one language other than my 
0~. 
so. I can make sense out of a daily newspaper in at least two 
languages other than my own. 
58. I go out of my way to talk with people from other countries. 
66. I have visited one other country at least six times. 
74. I have worked or studied closely with people from at least 
two countries other than the one I was born in. 
SCALE C - COGNITIVE FLEXIBILITY - The degree of openness to new 
ideas and beliefs and the degree to which these are accepted by 
individual. 
3. I am never called opinionated. 
11. I frequently change my opinion. 
19. It is always best to be completely open-minded and willing to 
change ones opinion. 
27. There is never only one right answer to questions involving 
people. 
35. Listening to every idea presented is always a good policy. 
43. I sometimes change my opinion even if I am not certain I am 
right in doing so. 
51. There are usually more good reasons for change than against 
it. 
57. In most cases right and wrong are hard to distinguish. 
67. I do not have many firm beliefs. 
75. Other people very often have better ideas than I do. 
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SCALE D - BEHAVIORIAL FLEXIBILITY - The degree to which ones own 
behavior is open to change. 
4. I have done some very unusual things that have changed my 
life. 
12. Most people would say I'm easy going. 
20. I would like to change. 
28. I am involved in several quite different kinds of social 
groups. 
36. I often experiment with new methods of doing 
44. I am very different now from two years ago. 
52. I seldom conform unless I have to. 
60. I often do things on the spur of the moment. 
68. I don't usually plan too well before acting. 
things. 
76. I often do things differently after hearing the suggestions 
of others. 
SCALE E - CULTURAL KNOWLEDGE-SPECIFIC - The degree of awareness 
and understanding of various beliefs and patterns of behavior in 
specific other cultures. 
5. America is thought to be less class conscious than Britain. 
13. Germans are believed to form and join clubs more than people 
from most other countries. 
21. Superstition is said to play a larger part in the life of 
Ireland than in many countries. 
29. In France, art and literature are thought to be valued more 
than in most other countries. 
37. North Americans and Latin Americans think differently about 
time. 
45. Male friends in North America touch each other less than male 
friends in Latin America. 
53. In normal conversation North Americans stand further apart 
than Latin Americans. 
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61. Australians see themselves as individualists. 
69. Religion is more important in Hyanamar than in most 
countries. 
77. People in America are on a first name basis more quickly than 
people of most other countries. 
SCALE F - CULTURAL KNOWLEDGE-GENERAL - The degree of awareness 
and understanding of various beliefs and institutions in other 
cultures. 
6. No languages are inferior to other languages. 
14. No races are born intellectually superior to other races. 
22. Countries which have no system of courts can still provide 
adequate justice for their people. 
30. Religious beliefs may hinder a country from advancing 
economically. 
38. People in less economically developed countries usually have 
well developed social customs. 
46. A country's geographical position influences the way of life 
of its people. 
54. In some countries only a little sympathy is felt for a sick 
family member. 
62. There is no such thing as a bad smell which all nationalities 
would agree on. 
70. It is difficult to learn the way of life of the people in 
another country. 
78. Climate affects customs and economic development. 
SCALE G - CULTURAL BEHAVIOR-GENERAL - The degree of awareness and 
understanding of patterns of behavior observed in man. 
7. People in lesser developed countries do not behave in 
unnatural ways. 
15. Work and play are not clearly different. 
23. All ceremonies have practical value. 
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31. Gracious manners in one country may be poor manners in 
another. 
39. Weeping has quite different meanings in different countries. 
47. No custom is strange to the people who practice it. 
55. No country is more boorish or vulgar than another. 
63. Patterns of everyday courtesies are complex in all countries. 
71. Witch doctors usually help the sick. 
79. Marking or scarring the body nearly always serves a practical 
purpose in countries where it is practiced. 
SCALE H - INTERPERSONAL SENSITIVITY - The degree of awareness and 
understanding of verbal and nonverbal human behavior. 
B. The way a person stands can tell you something about him as a 
person. 
16. A smile does not always indicate pleasure. 
24. Different people can communicate similar feelings in quite 
different ways. 
32. Stating a point loudly and frequently is a poor way of 
gaining acceptance for it. 
40. A person's facial expression can change the meaning of the 
words spoken. 
48. People often communicate without realizing it. 
56. Even slight gestures can mean and convey just as much as many 
words. 
64. Clothes reflect personality. 
72. Gazing around while listening probably indicates disinterest 
in what is being said. 
80. The method of shaking hands reflects personality. 
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APPENDIX E 
LETTER REQUESTING PERMISSION TO 
USE INSTRUMENT 
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G.-imslcy Scni111· lligh Sehoul 
IIIIUI\,. I. l"t"'.U \l'lll 
I"UI\IIt"\1 
Ms. Laura Hasselman 
Organizational Tests [Canada) Ltd. 
FREDERICTON, N. B. CANADA 
P.O. BOX 324 E3B 4¥9 
Dear Ms. Hasselman: 
January 21, 1996 
I have enclosed a invoice and check. I found where you had 
sent me the Test Manual for the Culture Shock Inventory back in 
April, 1991. I was working on my doctoral research at that time 
actively. Due to some personal issues that work had to be 
postponed and I am just now beginning the work again. In 
reviewing my research I found the enclosed invoice. 
I would still like to use an adaptation of the Culture Shock 
Inventory for my research. I have talked to Michael Mitchell 
from Wisconsin, USA, and he stated that he had used an adaptation 
of the instrument for his master's thesis. He said that with the 
understanding that his research results be given to your 
organization he was given permission to use the instrument 
without charge for research. I would like to formally request 
the same privilege of use of the instrument for my research as 
well. I plan to adapt it to a 4-point likert scale and update 
some of the vocabulary and geographic references. 
Your acceptance of my apoligies for the delay in pa}•ment and 
consideration of my request is greatly appreciated. I would like 
to adminster the instrument to hiqh school students and 
principals this spring, thus I need a response as quickly as 
possible. I would send you a copy of my dissertation and any 
other instrument data not used in the disseration up~n 
completion, hopefully at the end of this summer. 
encl. 
invoice 118607 
Check 
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APPENDIX F 
APPROVAL LETTER FOR INSTRUMENT USE 
W.J.~ddin 
ana 
Associates 
Thomas J. Penland 
Grimsley Senior High School 
801 Westover Terrace 
Greensboro, HC 27408 
U. S. A. 
Dear Hr. Penland: 
FEB 1 3 !196 
February 6, 1996 
Thank you for your letter of January Zl and enclosed check. 
By this letter we grant you permission to use the Culture Shock Inventory 
In your doctoral studies. There Is no charge for this. I enclose a sample 
copy of the Culture Shock Inventory. You may photocopy as many copies of this 
Instrument as you need for your purpose, at your expense, If you need to do so. 
We like to keep track of theses that are done using tests designed by Bill 
Reddin. Please advise us of the title of your thesis and expected date of 
submission. 
We also require a copy of your thesis when it is completed. 
Several other dissertations have also been done using the Culture Shock 
Inventory. I enclose the information we have in the eve~t It may be useful to 
you. 
If I can be of further assistance please feel free to contact me. 
Enc.: Culture Shock Inventory 
Fact Sheet 
Yours truly, 
Q~u~4---
Laura Chatterton 
Administrator 
Dissertations Based on Tests ••• Other than 
those Tests Relating to the Eight Styles 
of the 3-D Theory 
A Division of OrgiJilizatloml Tescs CC..M<1.1) [.cd. 
P.O Box 324. Fr~oricton. New llrun~W~ck. C.....cfa E.18 4Y'J 
Tel~>One (506) 452-7194 F.rx ('«>) 4~2--Z'lll 
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W.J.~ddin 
ana 
Associates 
As of Auqust 17, 1995 
DISSERTATIONS BASED ON TESTS 
DESXONED OR OD-DESIGNED BY W. J. REDDIN 
OTHER THAN THOSE TESTS RELATING TO 
THE ~IOHT STYLES OF THE 3-D THEORY 
Dissertations, •aioly doc:toral in the U.S.A., have used. llallY of the tests 
desiqned or c:a-desiqoed by ll. J. Reddin u the priury instru.ent. This docu.ent lists 
tests, desi<Joed or c:o-desiqo!!'i by ll. J. Reddin, used for dissertations which do not use 
the eiqht styles of the 3-D ~qerlal Effectiveness as their conceptual base. 
Another doc:waent lri isl•llar forut to this refers to dissertations which do use 
the eiqht styles as their ·cOnceptual base. 
The title nu.ber is that qlveo by University lllcrofilu as a purchase order 
ou.ber. Their adclrua ia Un~:veratty Klcrofllu Inc., P. 0. Box 1764, Ann Arbor, KI 
48106-1764 USA. 
i. J. Reddin la,pleued tO llalce tests he desiqned or co-desiqoed freely available 
for research use. A letter la advance is required. Free advice by telephone on 
research desiqo is SOIIIeti.es available lf requested. 
The tests used are loclicated by abbreviation: 
CSI Culture Shock Inventory 
OilS Orqaolzatioo Health Survey 
SAT Self-Actualh:ation Test 
VI Valuea Inventory 
XYZ X-Y-Z Inventory 
1131 <RI 
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lfHc 
Aruold. llary 
Gill; Verne 
Herrinq, Caraa 
Hollis. Saadia 
rat 
(C:SI) 
(C:SI) 
(VI) 
(SAT) 
(CSI) 
Jarriel, Bernie F., Jr. (CSI) 
Kadzar. Svjetlana 
Martin. Kathleen 
Mitchell, Kicbael J. 
(CSI) 
(Values) 
(CSI) 
(XYZ) 
l 
Dissertation 
Ref. No. 
36/6470 
155 
Lindenwood Colleqe, Ki~i 
An An4loque Study of Interviewer 
Value ("Launicttlon and Sl•lladty of 
Values Betveen Interviewer and Sub-
~ 
Ohio University, 1975 
152 pp. 
Order No. 76-8855 
[bmatic Tboygbt and Self-Actyali;ioq 
1989 
(In Process) 
Aylvsia of MyaiM St!!denta' Cyl-
tunl A!f§reoesa and PreearednesL!Q 
Interact Effectively with Culturally 
~!verse Pbpulatloos 
Georqla Southern University 
1995 
The i•pact of an International_~ 
ketfnq course on the cross-cyltyril 
awareness of 4 Year college stydent§ 
In ftlnnesota 
University of Klnnesota, 1991 
Setoo Hall University, NJ 
Travel Experience ancJ the Presence of 
Ethnocentris• in ftiddle Scbool Stu-
!WlU 
University of lllsccnsln-llhltewater, 
1993 
~ of Control apd MS\!!IIptjons 
About the Nature of !!an AIIOnq.Ji!irn: 
!kin!! £a 
Texas llocan's University, Kay 1988 
Ovena, Charles 
Prober. Nancy 
Sheppard, Ronnie 
Sblelda, Christina 
Sinqleton. Ollie 
Sllke, Sheri 
Solezio, Elizabeth 
Thollpsoo, 1belaa 
tnt 
(EASD'l') 
(085) 
(VI) 
(CSI) 
(VI) 
(CSI) 
(Values) 
(CSI) 
(CSI) 
(VI) 
156 
3 
DiuertatlOG 
Ref. lfo. kH 
38/577 Pre4ictlnq fublic £ducatlgo Ad!lnis-
trator Styles 'Dirough M!ainlstrator 
Valuea. Ornqlytlog Envirt!IJMpbl 
Factors. Self-Actualization J.eveb. 
ood Specific Peeograpbic lnfomtloo 
The Aaerican University, 1977 
313 pp. 
Order No. 77-17.742 
32/4994 An Jgyestlation of the Relationship 
of Values and Securitv=Jnsecurity to 
Student Actlyi§! 
37/3400 
35/2555 
University of Rew Rexico, 1971 
139 pp. 
Order No. 72-8370 
(In Process) 
Afftstioq Children'• Value C!alaa b~ 
Ualnq Rlqb-Level Questioning focused 
on Selecb!d PoetrY 
Harth Texas State University, 1976 
112 pp. 
Order No. 76-26,751 
(In Process) 
(To Process) 
University of Colorado 
Develo!?!!ent and Ev!!luation of a 
Crou=Cultural Orientation i'ro9D\!II 
fgc Expatciate Prp(es•ionala Preptr-
lnq to Horlt. Teach· and Reside In 
Qui to. £'cuador 
University of Alabama, 1989 
Af(ective/Coqnitive fteasyce-ent of 
Prqcbool Cbildren; An !xp!oratory 
S!lllx 
United States International Univer-
sity, 1974 
139 pp. 
Order No. 74-24,528 
APPENDIX G 
OVERSEAS SCHOOL ITINERARY 
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OVERSEAS SCHOOL SCHEDULE 
Honday Feb. 26 - Christian Academy of Japan 
Contact: Hs. Judi Holtenkof, Headmaster 
Tel - 81 424 71 0022 
FAX - 81 424 76 2200 
Tuesday, Feb. 27 - The American School in Japan 
Contact: Hr. Donald Benes, HS Pr1ncipal 
Hr. Keith MacPherson, Assoc. Principal 
Tel - 81 422 34 5300 ext. 400 
FAX - 81 422 34 5308 
Wednesday, Feb. 28 - Seoul Foreign School 
158 
Contact: Dr. Frederic Schneider, Pupil Personnel Coordinator 
Tel - 82 2 333 4551/2/6 
FAX - 82 342 759 5133 
Thursday, Feb. 29 - Seoul Foreign School 
Contact: Hr. Paul Johnson, Principal 
Tel - 82 2 335 5101 
FAX - 82 2 335 1857 
Friday, Harch 1 - Taejong International School 
Contact: Dr. James Wooton, Headmaster 
Hr. David Suhf, Principal 
Tel - 82 42 633 3663 
Fax - 82 42 631 5732 
Wednesday, March 6 - California International School 
Contact: Linda O'Donnell, Principal 
Tel - 852 336 3812 
FAX - 852 336 5276 
Wednesday, Harch 6 - International Christian School 
Contact: Dr. Frank Martens, Principal 
Tel - 852 338 9606 
FAX - 852 338 9517 
Friday, Harch 8 - International School of Bangkok 
Contact: Dr. Paul Deminlco, Superintendent 
Tel - 66 2 583 5401 10 
FAX - 66 2 583 5431 4 
Monday, Harch 11 - Dalat School 
Contact: Hs. Nancy Hultquist, Principal 
Tel - 60 4 899 2105 
FAX - 60 4 890 2141 
Honday, March 11 - Uplands School 
Tuesday, March 12 - International School of Kuala Lumpur 
Contact: Hr. Joe Stucker, Principal 
Tel - 60 3 456 0522 
FAX - 60 3 457 9044 
Wednesday March 13 - Singapore American 
Thurs & Friday March 14 - Harch 15 - International School Jakarta 
Contact: Dr. Steve O'Brien, Principal 
Tel - 62 21 769 2555 
FAX - 62 21 769 7852 
Monday - March 18 -
Contact: 
Tel 
FAX 
International School 
Hr. Jeffrey Hammett, 
Hr. Peter Loy, Asst. 
- 63 2 896 9801 
- 63 2 899 3964 
Tuesday - March 19 - Brent School, Baguio 
Contact: Dr. Brian Garton 
Tel - 63 74 442 4050 
FAX - 63 74 442 3638 
Wednesday - March 20 - Faith Academy 
of Manila 
Principal 
Principal 
Contact: Hr. Phil Parsons, Superintendent 
Hs. Isabel Searson, Principal 
Tel - 63 2 658 0047/48/44/43 
FAX - 63 2 658 0026 
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APPENDIX H 
OVERSEAS SCHOOL REQUEST LETTER 
I"IIIUHS j. l't:".\•~11 
a~u:.•.u·u. 
Headmaster 
G.-imslcy Scuina· lligl• Sclwul 
-· 'Ct~"ltl\tll lt.IIKU.t: 
March 5, 1996 
British International School - Jakarta 
Dear Sir/Madam: 
I am requesting your permission to gather data at your lnslllutlon for my doctoral 
research being done In conjunction with the Educational Leadership Department at the 
University of North Carolina at Greensboro. I worked at Dalal School, an EARCOS 
member school In Malaysia, from 1979 to 1985 as principal and 1985 until 1989 as 
director. During that time I had the opportunity to visit many EARCOS schools, served 
on various committees with EARCOS administrators, and, of course attended the 
EARCOS administrators' conferences. I helped several colleagues gather data for their 
doctoral research. Since becoming principal here In Greensboro at Grimsley High School 
we have brought the International Baccaluareate Diploma program to our campus. We 
our the first school In this area and only one of five in North Carolina having the IB 
program. I will be attending the International Baccalaureate Heads of Schools 
Conference In Jakarta, Indonesia, on March 14-16, 1996. In conjunction with my 
attendance at that conference I would fike to pull data from fifteen International high 
schools In the Asia theatre. I would like to include your school in the project. 
In my dissertation I will determine If a relationship exists between the levels of 
cross-cultural sensitivity In high school principals and their students. As a second 
research Investigation, I will compare the results of administrators and students from 
International schools with those in North Carolina public schools. As you are well aware, 
cultural diversity Is an Issue hera In our public schools as well as In International schools. 
1 will gather data from fifteen EARCOS high schools end fifteen public high schools In the 
state of North Carolina. I will use an Instrument celled the Cultural Shock Inventory, 
which 1 have adapted for this research. The Inventory takas no longer than 30 minutes 
to administer. I would like permission to administer the Instrument to your high school 
principal and to a random sampUng (15% of your student body) of your high school (gr. 
9-12) student body. I will, of course, share my research results with all participating 
schools; the schools and Individuals will remain anonymous. 
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British International School - Jakarta 
Page Two 
March 5, 1996 
Please respond back as soon as possible to my request, negatively or positively, 
by any of the following methods: 
E-MAIL: s_kee@hamlet.uncg.edu 
FAX: 910-370-8196 
PHONE: 910-370-8180 (0) 910-294-0926 (H) •(call collect) 
Once you have responded positively to my request I will immediately send you very 
simple directions lor selecting students for the prefect. Please assist me If at all possible. 
I only need approximately 30 minutes of your principal and some ol your students time. 
Your cooperation Is greatly appreciated. 
Sincerely, 
Thomas J. Penland 
Principal 
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APPENDIX I 
OVERSEAS SCHOOLS RESPONSE FORM 
AND SAMPLE DIRECTIONS 
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RESEARCH PARTICIPATION RESPONSE FORM 
SCHOOL NAME: 
YES, our institution can participate. 
SCHOOL ADDRESS: 
TElEPHONE NUMBER: 
FAX NUMBER: 
E-MAil ADDRESS: 
RESEARCH SCHOOl CONTACT PERSON: 
__ No, our institution cannot participate. 
RETURN TO 
Thomas Penland, Prfncfpal 
Grrnsley, HS 
801 Westover Terrace 
Greensboro, NC 27 408 
Phone - 910- 370-8180 
FAX- 910- 370-8196 
E-mail : s_kee@hamletuncg.ecfu 
Grimsley Senior High Sclwul 
•• ...... , .. , ... •nut\r.~~; ., .... -:-........ . 
CIIU:NSJIIIRII. NIIIITII C\IIIIUN.\ !OIU8 
Mfmt,c; J. f•t:NI.ANII 
I•Ha.~•lr\1. 
FAX: 
TO: British International School- Jakarta 
From: Tom Penland, Principal 
AE: More information about research visit 
Thanks for letllng me Impose on you and your students briefly to accomplish this 
research work. My commlllee Is requiring a 95% confidence level, therefore, I will need 
more than 15% of your high school student body to participate. I have attached 
directions for whomever will be Identifying the students for the survey. I have also 
allached a copy of the Instrument. 
I am handling the administration in a large group setting In the school cafeteria in 
the public schools here In North Carolina. Thfs seems to be the least intrusive. However, 
I will work with you In whatever manner you desire. I can administer the instrument either 
through your teachers or in small or medium groups, or a large group. I must stress it 
is important that I get a random sampling by the directions attached. It should not be a 
stratified sample .. (grade level, certain classes, etc .. ) In any way. Once again, your 
school's cooperation and support Is Immeasurably appreciated. 
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DIRECnONS FOR DETERMINING RESEARCH SAMPLE GROUP 
THANK YOUU •• lo whoever Is responsible for ldenUtylng lhe 
students partlclpaUng In my study. ldenllfylnglhe students 
should be done In almple random sampling fashion. Please lake an 
alphabetically llsl of all your students In grades i-12 and 
select every second or lhlrd or fourth or Hflh .••. sludent lo 
participate unlll you have a number lhal Is equivalent to the 
attached chart. For example, If In grades 9-12 your school 
population (N) Is 95 my sample size would be 76 (S). If your 
grades 8·12 (N) sludenl population Is 1000 my sample size would 
be 278 (S). Don't worry about language pronclency, absenteeism, 
gender balance, grade level, elc ••• Just choose every second or 
third or fourth... Once again, THANK YOUIJ 
[EXAMPLE: Grimsley High School has 1400 students. 
I look on the chart and see thai I need a sample (S) 
group of 302. I go through and pull every Hflh student 
which would give me 280 atudents. llhen go back lo 
lhe beginning and pull every flflh atudent starling with 
the second student on the list and continue until 1 have 
302 students selected.) 
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Table 14 
Table for Determining Sample Size from Total Group Size 
(Population) where N = Total Group Size and S fs Recommended 
Sample Size. 
'1'5D/r ~J.._.-J 
N s N s N s 
10 10 220 HO 1:!00 291 
15 I{ 230 IU 1300 297 
20 IV 2.0 ItS I tOO 302 
25 2. 250 13:1 13011 306 
30 28 260 ISS 1800 310 
35 32 270 139 1700 313 
CD 36 280 16:1 1800 317 
C!l co :!90 165 JgoQ 3:!0 
!10 u 300 169 2000 322 
S5 C8 320 175 7l00 3!7 
GO 62 3CO 181 2400 331 
65 !6 3CIO 186 :!600 335 
70 5V 3SO 191 2500 338 
7!1 63 coo 196 3000 3U 
so 66 C20 201 33011 346 
8!1 7U HO 205 cooo 351 
liD 73 480 210 C3011 33-1 
96 76 480 2H !1000 3!17 
100 80 !100 217 CIOOO 3GJ 
110 S6 !!10 2:!0 7000 361 
120 V:l eoo 234 8000 367 
130 w 6!10 2t2 11000 368 
140 103 700 2tS 10000 370 
1!10 lOS 7!10 23-1 1!1000 375 
ICIO 113 800 2GO 20000 3n 
J7U IIi 05(1 ..... = ••n 
180 123 900 269 tOOOO 380 
1110 127 9!10 2H !10000 381 
200 132 1000 278 7!1000 382 
~to 136 1100 28!1 1000000 38t 
4 
Krejc1e and Horgan, p. 608. 
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APPENDIX J 
REQUEST LETTER FOR ROCKINGHAM COUNTY 
Gdmsley Senior High School 
91a-l:»-811u 
GRt:£."i58URO. !'WRnl C.\RIII.I.~\ %olll8 
Tlltl\1 \3 J. l't:''-'·"' 
I'KI'\(]P\l 
Dr. George Fleetwood 
Superintendent 
~fl~ngham County Schools 
5 f1 Harrington Highway 
Eden, NC 27288 
Dear Dr. Fleetwood: 
April 25, 1996 
It was a pleasure visiting with you and your employees from Reidsville Senior High 
School. I wish you the very best in moving towards bringing the IB program to 
Rockingham County. 
I would like to request formally that I be allowed to survey an unslratified random 
sampling of students at two of your high schools. I will work wilh any of the high schools, 
but as 1 mentioned, I know the principals at Reidsville and Morehead personally. 
The survey takes about twenty·flve minutes or less to complete. I am surveying all the 
Guilford County Schools and need two more schools to complete the fifteen schools In 
North Caronna I have already completed surveying the fifteen international sChools. 
I have enclosed a copy of my dissertation prospectus and an example of a school 
information packet sent to each faculty member in each participating school. 
1 would really Bke to complete all my research by May 15, 1996. Therefore, a'quick and 
affirmative response would be greatly appreclaled. Thanks for your attention and efforts 
on my behalf. 
TJP:c 
Enc. 
:j~ 
Thomas J. Penland 
Principal 
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APPENDIX K 
MEMORANDUMS TO LOCAL SCHOOLS FOR ACQUIRING 
SAMPLE GROUP AND DIRECTIONS 
170 
Date: 
To: 
From: 
Re: 
Feb. 7, 1996 
High School Principals 
Tom Penland 
Assistance with research 
I appreciate any assistance you, your students, and 
personnel can give me towards acquiring the necessary research 
data to complete my dissertation. I have acquired tentative 
approval from the Guilford County Research Co~ittee, Dr. Weast, 
and UNC-G. I am flexible and will attempt to work within your 
parameters at your individual school. 
need the following: 
1- A complete list of your current student body in 
alphabetical order. 
2- A location to administer the instrument to about 
250- JOO of your students. (sugg.: cafeteria or 
auditorium) [I am willing to administer the 
instrument in smaller groups or have your teachers 
administer it, but I thought this proposed large 
group administration is the least intrusive to your 
personnel and student body. 
J- Assistance with distributing the permission request 
to students. I will prepare them, but will need a 
way to distribute them prior to the administration. 
4- Your randomly selected students for about 30 
minutes. 
4- I need for you to complete the instrument as well. 
5- I need the use for about JO minutes of two 
counselors or assistant principals or a combination 
of the two to assist me with monitoring the 
students. 
6- I would like to admlnster the instrument ln one 
school prior to Feb. 21, 1996. The others would 
be done after Harch 21, 1996. 
Your assistance is appreciated beyond measure. In other 
words, "I owe all of youl" 
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4 
Sample Size Table 
Universe 95 90 90 UniviJISIJ 95 90 90 
10 10 10 9 440 205 168 59 
15 14 14 12 460 210 171 59 
20 19 19 16 480 214 173 59 
25 24 23 18 500 217 176 60 
30 28 27 21 559 226 182 60 
35 32 31 23 600 234 187 61 
40 36 35 25 650 242 191 61 
45 40 39 27 \.700 248 195 62 
50 44 42 29 750 254 199 62 
55 48 46 31 800 260 202 62 
60 52 49 32 900 269 208 63 
65 56 53 33 1000 278 213 63 
70 59 56 35 llOO 285 217 64 
75 63 59 36 1200 291 221 64 
80 66 62 37 1300 297 224 64 
85 70 65 38 ·i'\9<) ' ' .L 302, 227 65 
90 73 68 39 1500 ... 303 229 65 
95 86 71 40 1600 310 238 65 
100 80 73 41 2000 322 238 65 
llO 86 78 42 3000 341 248 66 
120 92 83 43 4000 351 254 67 
130 97 88 45 5000 357 257 67 
140 103 92 46 10000 370 263 67 
150 108 97 47 20000 377 267 67 
160 113 101 48 30000 379 268 68 
170 118 105 49 50000 381 269 68 
180 123 108 49 1000000 384 271 68 
190 127 112 50 
200 132 115 51 
210 136 118 51 
220 140 122 52 95/5 95" CONFIDENCE 
230 144 125 52 5" SAMPLING ERROR 
240 148 127 53 
250 152 130 53 90/5 90% CONFIDENCE 
260 ISS 133 54 5" SAMPLING ERROR 
270 159 135 54 90/10 = 90% CONFIDENCE 
280 162 138 55 10" SAMPLING ERROR 
290 165 140 55 
300 169 143 55 DR. WILLIAM J. BANACH 
320 175 147 56 
340 181 151 57 
360 186 155 57 
380 191 158 58 
400 196 162 58 
420 201 ·165 58 
DIRECTIONS FOR DETERMINING RESEARCH SAMPLE GROUP 
THANK YOUII •• lo whoever Is responsible for Identifying lha 
students panlcfpaUng In my study. Identifying lhe students 
should be dona In simple rendom sampling fashion. Please taka an 
alphabetically list of all your students In gradesl-12 and 
select avery second or lhlrd or founh or flfth •••• student to 
panlclpata untO you have a number that Is equivalent to the 
attached chart. For example, lfln gradesl-12 your school 
population (N) Is 15 my sample size would be 76 (S). If your 
grades 1-12 (N) student population Is 1000 my sample size would 
be 278 (S). Don't worry about language proficiency, absenteeism, 
gender balance, grade level, ale-. Just choose every second or 
third or founh ••• Once again, THANK YOUII 
(EXAMPLE: Grimsley High School has 1400 students. 
I look on the chan and He lhatl need a sample {S) 
group of 302. I go through and pull every llfth student 
which would give me 280 students. llhen go back to 
the beginning and pull avery filth student starting with 
the second student on the list and conllnue unUI I have 
302 students selected.) 
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Data: Feb. 19, 19!16 
To: Eastern Guilford HS Faculty 
From: Hs. Teague/Hr. Penland 
Re: Inforaa~on about research survey 
Hr. Penland will be administering a survey to a randoa 
samplinc;J o·f our student body on Wednesday afternoon, Harch 21, 
during the last portion of period B-t. You will find with this 
memo a list of students selected and a parent information letter.· 
Please do the following: 
1- check ·the list for students in YOUR B-4 class. 
2- on Honday afternoon give your students selected a copy 
of the letter to take home. (They do not need to 
brin9 it back unless they don't want to participate. Just 
photocoP.Y if you need extra copies.) 
3- on Wednesday afternoon at approximately 2:40 p.m. please 
dismiss your selected students to go to the cafeteria. 
They will remain there for the rest ot the period. 
Thanks for your assistance and support of this research 
project. 
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Dace a 
To a 
l'rom: 
Rea 
05/27/U 
Morehead 88 l'aculCy ~t!) 
Mr. 'nlo ... J. Penland, Principal, Grilulley a17 
Mr. Tom Barger, Principal, Morehead RS 
Dr. George Fleetwood, Supt. Rockingbaa county School• 
ONC-G/Rockiagbaa/Guil~ord County School Syatea Re8earch 
Project 
% have attached a li•t o~ •tudent• who were randomly 
&elected to participate on W&DHSSDAY, MAY 29th in a reaearch 
project aponaored by UHC-G, Guilford County School•, and 
Rockingbaa County School&. Plea•• review the liat o~ atudente 
and ca.pare with your third period olaea roatar for Hedneaday. 
If you ~ind etudant• on the liat and on your Hedneeday third 
period roeter pleaae do the ~ollowiaga 
1- on TUWSDAY give tbeaa a letter of notice to be taken 
be ... They do DOt have to return it unle .. they do not 
want to be included in the •urvey. Pleaae tell thea that 
they have been aelected randoaly and their reaponaea will 
r ... in anonymou •• (Your letter• o~ notice abould 
be included in tbia packet. I~ you need extra• pleaee 
copy the neceaaary amount needed.) 
a- On HBDHWSDAY pleaae releaae theae atudenta at 10a30 a.m. 
to report to the ca~eteria. They will remain in the 
oa~eteria until the end o~ the period. All auppliee 
will be provided. However, they •hould bring their 
pareonal e~feata from your claa•rooa aince they will not 
return to their third period clae•rooma. 
Thank• ~or your attention to tbia important matter. 
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APPENDIX L 
EXAMPLE OF A STUDENT GROUP 
AARON J&aOII LU 
ALUM BaAIIJ)()fl DUB 
ART%8 TAIIIU II 
AYUS BUIIDOII BSAO 
JIARDa CllllUTOl'IID a 
BATml&ll Cllll%8'l'DIA CJAJ:L 
B&LCidll IULL:ull C 
BLAcawm.L .JDCim II&R%&L 
•on~~ avur •ru•pn 
BllOADIIAX BDTDIA ll 
BR.Otflf AIIAHDA II 
BUCJWD Bal:IJO&T LYHH 
BIJJtROOCHIS JDH%1'0 A 
CARTO .DIIa8 DAVJ:D 
CARS Rl:CIIARD IIIARit 
CHORCJI JOAIIHA EI&VOH 
COBBS TOllY ALI'OIIZO 
co~ LAK&:rsBA a 
CORUII JOSTXH DAL8 
CRAEIEIOClt PNHaTB BR:EAH 
caouca &TTB&If ALAN 
DALTON NATO LSNJ:S 
DIUIA.RT JOAJQQ. LAYN& 
Dl:LLAaD BARRJ:IIT KXCOL& 
EIOIIOVAH'l' JASOII LU 
DORU Hl:C80LA8 JOBK 
&QGLIISTOII V IIACJAif 
I'AIU\%8 LOilllll IUCRAaL 
rox JUI&TT &'l'dL:tRG 
QALLOifAr JAlali &VUIIT'R 
Gl:L&S ALXCU &IUD~ 
QOOIIIIAAH 11118Dl: 
BAXRSTOII Clllll:STOl'IID 
BALL CANDAC& DR%& 
llAIIPT08 BRYAH 
JIAIU)Y ARTASBA 
BAYICORII II BUJII)OJI 
BXCKS AOTOIIII BaOOU 
ROLLAIID lUSTY LYIIH 
BORTON ROBBJ:& JO& 
RONIIXCOft &~)AM ROSSIILL 
l:SLBr IUCRA&L DDR%1t 
JOBKSOH CJIRUTOl'IID R 
JOD8 LOR% ARII 
UAillmY JAQS n&NltLl:ll 
UYIIS TDIOTBY CORTJ:S 
J:Nl:QIIT&H BRAEIL&Y La& 
L11AU SIIDROD 
Lnl:S J&NH%1'0 II 
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